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Abstract  
This research study focused on the dynamics of power within a fundamentalist 
Christian school and how this impacted on teachers as professionals. The dynamics 
of power within the school were viewed in light of Foucault‘s concept of 
governmentality that incorporated many facets including: disciplinary power, bio-
power, technologies of the self and pastoral power.   
 The study itself was a critical ethnographic case study of Green Hills 
Christian College
1
 that used a bricolage approach. Data was collected using critical 
ethnographic techniques and data sources including observations, interviews, field 
notes and documentary analysis. In addition, a new method termed ethno-symbology 
was developed that used abstract art to further elucidate and source check 
participants perceptions in the institutional setting. To enhance the contextual 
understanding, a historical analysis was also conducted incorporating Foucault‘s 
techniques of archaeology and genealogy. Results incorporated creative presentation 
styles (narratives and artwork) in three chapters that used a variety of analytic 
frameworks based on Foucault‘s work. The focus was on discursive and social 
practices, and what these suggested in terms of the dynamics of power present in the 
school. 
 Findings suggested that teachers were indeed subject to complex mechanisms 
of disciplinary power and pastoral power that aimed to create a certain type of 
teacher. Attempts were not only made to normalise or modify teacher actions but 
also create the desired attitudes and dispositions. Despite mechanisms of resistance, 
there were negative consequences for staff with many demonstrating high levels of 
stress and distress as reflected in both interviews, as well as the choices made in the 
selection and interpretation of artwork. Historical context allowed for a broader 
framing of the influences of fundamentalism within the school itself. 
 Overall, governmentality at Green Hills was formed by two key rationalities 
– spiritual and economic. These two rationalities were found to be very much 
interdependent. Finally, the implications of these findings for teacher professionalism 
are discussed with emphasis on aspects such as voice and relational trust.  
                                                 
1
 Greens Hills Christian College is a pseudonym as are all participant names mentioned in this thesis. 
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Chapter 1 
Introduction 
 
 
1.0 INTRODUCTION 
This chapter is designed as an orientation, not only a background, but an overview of 
the thesis. The study itself contains many complex concepts from philosopher Michel 
Foucault which have been introduced in the form of a brief set of definitions (section 
1.6) which the reader may like to refer to even before beginning the next section, 
particularly if unfamiliar with Foucault‘s work. To help crystallise this orientation, 
this chapter has been kept as brief as possible.  
1.1 BACKGROUND TO THE RESEARCH 
Using a neo-Marxist framework, Apple (1979) has made valuable contributions to 
the sociology of schooling by asserting the reproduction of class through curriculum 
orientation. This work was extended most notably by Giroux (1983; 1994; Giroux & 
Simon, 1984) who also incorporated a neo-Marxist approach focusing on class 
reproduction and ideology. In particular, Giroux and Penna (1988, p. 27) noted that 
‗social reproduction is linked to classroom social relationships and …construction of 
knowledge.‘ In other words, teachers operate in a complex context of power 
relations. Generally, these power relations have been conceptualized as top down, 
from the state to the institution, symptomatic of neo-Marxist views (Agnello, 2002; 
Kemper, 1976).  
 Much research has given attention to ideologies created by the state and 
subsequently implemented at the institutional level. Nevertheless, neo-Marxist 
approaches that focus on ideologies tend to neglect the importance of practices, 
especially at the institutional level (Agnello, 2002). Further criticisms of a neo-
Marxist approach include its reductionist nature (Hickox, 1982; Torok, 2007); its 
tendency toward fatalism and determinism (Besley, 2005; Giroux & Simon, 1984; 
Pinar & Bowers, 1992); its reduction to ideological binaries (Popkewitz & Brennan, 
1998); and its failure to look at the more complex and nuanced components of 
power, particularly at the extremities and lower levels (Agnello, 2002).  
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 Offering an alternative framework of power is French philosopher and 
historian Michel Foucault. Foucault is regarded as one of the most influential post-
structuralist figures, with his work influencing a broad variety of the social sciences 
including health, psychology, medical sciences, biblical interpretation and of course 
education (George, 2000). Although a detailed explication of Foucault‘s thought is 
presented in the following chapter, it is important at this stage to point out the key 
deviations in this thesis from previous formulations of power.  
 While acknowledging that top down power exists, Foucault extends power to 
circular relationships that flow both to and through individual subjects (Foucault, 
2006; Popkewitz & Brennan, 1998). Furthermore, Foucault views power as positive 
and productive rather than only as a tool for repression and dominance (Popkewitz & 
Brennan, 1998). Foucault also focuses on bottom up power relations, starting with 
the institution itself (Agnello, 2002). Perhaps the most significant deviation is 
Foucault‘s interest in how power interrelates with knowledge and truth; and 
subsequently how this impacts on the formation of the self (Dean, 1999; Foucault, 
2000g, 2000h; Popkewitz & Brennan, 1998). In other words, Foucault looks at what 
forms of knowledge are regarded as truth and how such truth was established. 
 A final word on Foucault‘s ideas is needed before a synopsis of related 
studies. Downing (2008), among others, has reported on the challenges of using 
Foucault‘s work, which has undergone many changes and developments (including 
contradictions). Foucault‘s ideas began with an emphasis on discursive formations 
and subsequently shifted to an emphasis on social practices. In addition, Foucault 
also developed notions of power from his early work on disciplinary power to bio-
power to governmentality and the self (Downing, 2008). In essence, these 
developments are important in understanding Foucault; even so, it should be noted 
that he did not disregard or disclaim his earlier work, but changed his focus and 
emphasis in exploring his key idea of how subjects are governed by regimes of truth 
(Foucault, 2000d). 
Many studies have been conducted using tools from Foucault. These include 
broader top down studies (Goodson, 1990; Jones, 1990), studies on disciplinary 
power (Besley, 2005; McKinlay and Taylor, 1998; A. Morgan, 2005), and studies on 
technologies of the self (Deetz, 1998; Schaafsma, 1998; M. Simons, 2002). 
Foucault‘s more recent work on governmentality has also drawn many commentators 
from education, producing a variety of theoretical works (Jardine, 2005; Marshall, 
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1996; Peters & Besley, 2007; Walshaw, 2007). Finally, broader, macro level studies 
on governmentality have also been conducted in relation to professionalism (Perron, 
Fluet, & Holmes, 2005; Simola, Heikkinen, & Silvonen, 1998; Winch, Creedy, & 
Chaboyer, 2002). 
On reflection of the research, many valuable studies have been conducted 
using various parts of Foucault‘s frameworks both within education and related fields 
such as organisational theory or parallel professions like nursing. Nevertheless, to the 
author‘s knowledge, no studies have been conducted that comprehensively examine 
the breadth of Foucault‘s frameworks from disciplinary power to technologies of the 
self to governmentality, within the educational institution itself as an ethnographic 
case study. Therefore, the purpose of this study is to fill this research gap. Given this, 
I now turn to the specific focus of the study.  
1.2 RESEARCH PROBLEM AND FOCUS QUESTIONS 
1.2.1 Overview 
This study employs concepts developed by philosopher and historian Michel 
Foucault to explore how the institution of school is governed (governmentality) by 
analysing technologies (or techniques) of power and their relation to knowledge as 
they affect the teacher as a professional. Two important technologies are examined: 
technologies of disciplinary power (an institution‘s political anatomy) and 
technologies of the self (an individual‘s identity formation). 
1.2.2 Research Problem:  
How do the internal and external dynamics of power and knowledge/truth operate in 
school  to affect the teacher subject within the discourse of professionalism?  
1.2.3 Focus Questions: 
1.   How are forms of disciplinary power and knowledge constructed in the 
school context? 
2. How are teachers enticed or invited to construct themselves as professionals 
(what technologies of the self are in action)? 
3. In what ways do disciplinary power and technologies of the self interact to 
reveal a governmentality which includes levels of agency and resistance?  
4. What contribution can a Foucauldian analysis afford educators in 
conceptualising the teacher as a professional (subject) within the institution? 
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1.3 RESEARCH JUSTIFICATION AND SIGNIFICANCE  
Increasingly, the education system is being used to achieve the goals of economic 
rationalism in order to compete in a global market, leading to greater expectations of 
teachers to be responsive to political and market demands (Thomas, 2003). This has 
in turn led to increased government intervention and a range of disciplinary practices 
aimed at compliance thus resulting in increasing teacher isolation and retreat (Brown, 
2005; Humphries, 2001; Locke, 2004; Popkewitz, 1994; Sullivan, 1999). However, 
these interventions must be implemented by teachers within a specific institution. It 
is interesting to note that strategies within institutions such as professional learning 
communities are effective ways of overcoming the common problem of teacher 
isolation, as well as helping to inform change (Plummer, 2004). Nevertheless, the 
difficulties in establishing professional learning communities (as noted by Newmann, 
1994), could also be compared with the disciplinary practices and political 
technologies of the panopticon, which are divisive by nature and aimed at enhancing 
individualisation. Consequently, institutions, due to many individualising practices 
are not set up in a manner conducive to change; instead, they often resist change.  
Using Foucault's approach to explore governmentality of the contemporary 
institution will give further insight, from a fresh perspective, into the way internal 
and external forces act upon and through the institution to affect teacher 
professionalism. This sentiment is well expressed by Dean (1999, p. 37): 
By becoming clear on how regimes of practices operate, we become clear on 
how forms of domination, relations of power and kinds of freedom and 
autonomy are linked, how such regimes are contested and resisted, and thus 
how it might be possible to do things differently. 
Furthermore, it is also imperative to explore the ways in which teachers are invited to 
construct and develop themselves (technologies of the self). In terms of an outcome, 
the aim of the proposed study was to come up with several explanatory models of 
governmentality for the contemporary institution of schooling. Such models will help 
inform the limits of change in various reforms including the flow and network of 
power relations that impact on the teacher as a professional.  
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1.4 METHODOLOGY OUTLINE 
The study used a qualitative paradigm that involved an extensive ethnographic case 
study of one private school. The pseudonym for the school is Green Hills Christian 
College which will be abbreviated to Green Hills. The school in this study is in no 
way related to any real school named Green Hills or any other similar variation of 
this name. In addition to traditional critical ethnographic techniques, namely, 
observations, interviews and field notes; a new, complementary technique, ethno-
symbology has also been developed. This technique incorporated a visual dimension 
of artwork and its symbolic interpretations into the critical framework. As a result, 
this thesis contains two method chapters, one primary and one secondary focusing on 
ethno-symbology.  
Ethnographic findings have also been put into a broader historical framework 
incorporating Foucault‘s archaeology and genealogy to examine historical 
dimensions specific to the context. These techniques focus on parallel aspects to the 
case study, namely, discursive formations and social practices. To analyse aspects of 
Foucault‘s power, a number of frameworks were utilised. Overall, a bricolage 
approach is utilised that still maintains the rigours of critical ethnography while 
providing flexibility to innovate via artwork and expand through historical analysis. 
1.5 OUTLINE OF THE REPORT 
This section extends beyond the table of contents presented in that it provides a brief 
synopsis of each chapter as a tool to aid orientation and structure. This thesis has a 
slightly different structure in that there are two methodology chapters (3 and 4) and 
three results chapters (5, 6 and 7). In terms of methodology, chapter 3 contains the 
overall methodology used, whereas chapter 4 expands and details a new visual 
method that I developed during the study termed ethno-symbology.  
 The three results chapters are presented under a broad metaphor of a museum 
tour. The museum metaphor was chosen due to the variety used in presentation 
methods that includes three parts (presented as three chapters) historical context, 
narrative tour and an art gallery. Such diversity is designed to maximise reader 
engagement with the presented material.  
1.5.1 Chapter 1 - Introduction 
The purpose of this current chapter is to introduce the research problem, describe its 
context and significance and give an overview of the thesis. This is particularly 
 6 
important given that the structure is slightly different with a greater number of 
chapters than a traditional PhD thesis.  
1.5.2 Chapter 2 - Literature Review 
This chapter will be presented in two parts: Part A: The Analytical Framework and 
Part B: Review of Key Studies. Part A begins with an overview of the important 
foundations which include notions of power. Limitations of neo-Marxist perspectives 
are presented along with Foucault‘s alternative conceptualisations of power. 
Foucault‘s framework of power is further developed through the historical context of 
the subject, in addition to the relationship between power and knowledge.  
 Subsequent to these foundations, an analysis of governmentality is presented 
by focusing on its two main overlapping concepts: disciplinary power (governing 
others) and technologies of the self (governing self). Disciplinary power is 
anatomised by illuminating its principles, practices and interrelationship with 
concepts in organisational theory including neoinstitutionalism and social capital. As 
an extension of disciplinary power, bio power is also discussed as a conceptual 
framework in managing populations rather than individuals.  
In addition to discussing the governing of others, ethical and identity aspects 
of technologies of the self will also be outlined. Part A will finish with a detailed 
look at how governmentality ties all these concepts together, including the 
importance of its rationalities, as well as providing models of governmentality. Part 
B will focus on studies relating to the aforementioned aspects of governmentality and 
will retain a similar structure. Overall, this chapter provides the analytic framework 
necessary to conduct the study in addition to key studies.   
1.5.3 Chapter 3 - Methodology 
Beginning with an overview of the methodological approach, this chapter then 
presents the methodological paradigm including ontological and epistemological 
foundations. Carspecken‘s (1996) five stage model of critical ethnography was 
adopted and is outlined, yet it was modified to include a historical component. Focus 
was limited to discursive formations and social practices, with a number of 
frameworks overviewed and included in Appendix A in more detail. Ethnographic 
data collection strategies including observations and interviews are outlined in 
addition to a grounded theory technique of analysing data. The methodology is 
justified in terms of addressing the triple crisis of representation, legitimation and 
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praxis. Finally ethical issues will be discussed as well as outlining how the data will 
be presented in chapters 5, 6 and 7.  
1.5.4 Chapter 4 – Method: Ethno-symbology 
Being a newly developed method, ethno-symbology is referred to in chapter 3, but 
needed its own chapter to be fully expanded. Ontological and epistemological 
assumptions of the method are outlined in detail. Even so, first and foremost, ethno-
symbology does not stand on its own as a method; instead it is used in conjunction 
with critical ethnographic and autoethnographic methods. In brief, ethno-symbology 
creates artwork throughout an ethnographic study, which is then reflected back to 
participants for symbolic interpretations. Thus, chapter 4 outlines the five stages of 
this process. The later part of the chapter focuses on a methodological justification of 
ethno-symbology.  
1.5.5 Chapter 5 – Museum Tour Part I: Historical Context 
Although this chapter was written after the following two, it is best presented first to 
help provide context for viewing the results of the case study. This chapter broadens 
the contextual findings to examine historical discursive formations and social 
practices specifically related to the case study of Green Hills. This chapter 
incorporates Foucault‘s archaeology and genealogy and is divided into three 
sections: 1) The Fundamentalist Christian School; 2) The Fundamentalist Christian 
Teacher and 3) Fundamentalist Hermeneutics. This chapter addresses the fourth 
focus question.  
1.5.6 Chapter 6 – Museum Tour Part II: Narrative Tour 
This chapter is presented in the form of a narrative tour. Each section has short 
narrative(s) or poems. These are presented using a metaphor of a Modus Vivendi 
Court, a medieval court set within a city of Millstone that represents the school. 
Courtiers are used to represent the teachers, and city administrators are used to 
represent the support staff. Sub metaphors are encapsulated within this overall 
metaphor; that of the relationship between the city and its citizens, as well as the 
relationship between the shepherd and his flock. Both of these are important 
governmentality metaphors represented by Foucault (Dean, 1999). Following each 
narrative (or poem) is a detailed commentary explaining the relationship to the 
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school itself. This approach maintains a balance of creativity and ethnographic 
rigour. 
 In terms of structure, chapter 6 begins with an introduction to the author to 
help the reader deduce self reflexivity. Subsequently, an overview of the organisation 
is presented including symptoms of discontent that serve to contextualise the setting. 
Following is an analysis of the results of disciplinary power in addition to its 
extension on bio-power. The chapter also examines technologies of the self. In other 
words, this chapter addresses the first two focus questions.  
1.5.7 Chapter 7 – Museum Tour Part III: Art Gallery  
In this chapter, the third focus question is addressed that ties together aspects of 
disciplinary power and technologies of the self including notions of agency and 
resistance. In other words, it addresses focus question 3. This chapter utilises ethno-
symbology as outlined in detail in chapter 4. Suffice to say at this stage, this chapter 
focuses on the presentation and interpretation of visual images. 
 The chapter begins by looking at organisational and spiritual metaphors for, 
and within the organisation. This discussion is followed by an analysis of 
governmentality from participants‘ perspectives. Here we have an overlap with the 
previous chapter. Subsequently, analysis showing governmentality as the intersection 
between disciplinary power and technologies of the self is presented. Notions of 
resistance and agency are interwoven in the analysis, but also addressed explicitly 
toward the end of the chapter. The chapter concludes with the implications of 
governmentality on professionalism through a notional character ‗Disturbia‘.  
1.5.8 Chapter 8 - Conclusions and Implications 
This chapter begins by framing the discourse of professionalism and then proceeds to 
sum up and conclude each of the focus questions as well as the overall research 
problem. Each section presents a number of models to help illustrate findings from 
chapters 5 to 7 including complex interrelationships. The chapter concludes with 
ethical limitations as well as key implications of the study. 
1.6 DEFINITIONS AND KEY CONCEPTS 
Prior to outlining key definitions and concepts, an important caveat must be noted. 
Many of these concepts are quite complex and involved, hence the purpose of these 
definitions is not to give a comprehensive explanation; rather it is to orient the reader 
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to basic concepts and clarify the meaning of the term as used in this study. Many of 
these concepts relate to the works of Michel Foucault and where possible, definitions 
have been given in his words. However, where the concept is more extensive and 
complex, a summarised definition will be used. Terms are listed in alphabetical 
order. 
Archaeology - Archaeology describes discourses as practices specified in the 
element of the archive (Foucault, 1972, p. 148). Specifically, it looks at the 
emergence and transformation of discourses.  
Governmentality - This encounter between the technologies of domination of 
others and those of the self I call "governmentality." (Foucault, 1997f, p. 225) 
History of the present - Carrying out a historical analysis in such a manner that 
people could criticize the present... (Foucault, 2000e, p. 359) 
Games (regimes) of truth - Are the rules, contests and techniques used in the 
formation of truth.  
Genealogy - Genealogy focuses on events, on their distinctive characteristics and 
manifestations, not as the product of destiny, regulatory mechanisms or the intention 
of the constitutive subject, but as the effect of haphazard conflicts, chance and error, 
of relations of power and their unintended consequences (Smart, 2002, p. 52). 
Panopticon - an architectural design of an ideal prison by Jeremy Bentham in 
which a central tower observes all cells (see Figure 1.1). In Foucault's work the 
panopticon is a central symbolic icon of disciplinary power. It works through 
constant but invisible surveillance. 
 
Figure 1.1 – Jeremy Bentham‘s Panopticon2 
                                                 
2
 Original: J. Bentham. Plan of the Panopticon (The Works of Jeremy Bentham, ed. Bowring, vol. IV. 1843. 172-3). Cf. p.201. 
Reproduced from: http://www.deakin.edu.au/alfreddeakin/spc/exhibitions/candp/Panopticon.jpg 
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Power – Power is a complex concept that will be utilised in the manner proposed by 
Foucault. Namely, power is interrelated with knowledge and is not the possession of 
a person, rather it flows in many directions through a series of networks that aim to 
direct both behaviour and identity. In his many works, Foucault outlined several 
types of power: 
Bio-power – Instead of being targeted at individuals in the manner of 
disciplinary power, bio power seeks to manage entire populations through 
mechanisms such as statistics and classification systems. It further utilises 
mechanisms to provide for the health and welfare of a population. 
Disciplinary power – A power that uses techniques with the aim of 
normalising desired behaviours through individualising practices.  
Pastoral power – Based on the Christian pastoral role, this power is 
prepared to sacrifice for the welfare of the flock. It is characterised by both 
individualising (aims at individual salvation) and totalising (aims at 
engendering obedience through confessions). 
 
Subject - There are two meanings of the word "subject": subject to someone else 
by control and dependence; and tied to his own identity by a conscience or self-
knowledge. Both meanings suggest a form of power which subjugates and makes 
subject to. (Foucault, 1982b, p. 781) 
Technologies of the self - …techniques which permit individuals to effect, by 
their own means, a certain  number of operations on their own bodies, on their own 
souls, on their own thoughts, on their own conduct, and this in a manner so as to 
transform themselves… (Foucault, 2007b, p. 154) 
Social capital – In this study will be defined as the level of interaction amongst 
staff and the level of trust between staff.
3
 
1.7 DELIMITATIONS AND KEY ASSUMPTIONS 
The study itself takes on aspects of both  postmodern and poststructuralist 
frameworks along with many associated ontological and epistemological 
assumptions. These are outlined in more detail in the methodology chapter (Ch. 3). It 
                                                                                                                                          
 
3 
Social capital will be developed based on the works of Coleman, Putnam and Fukuyama 
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is also important to understand that analysis is done using philosophical and 
analytical tools from Michel Foucault, and this is particularly important given the 
breadth of Foucault‘s work and the challenges faced in its interpretation and 
application (Downing, 2008). Adding to this are translation issues and challenges 
faced by Foucauldian scholars in moving from the original French into English.  
Perhaps the most significant delimitation of this study is the omission of 
focus and analysis on leadership style. While clearly leadership has an important 
impact on the way an institution is governed, Foucault‘s concept of governmentality 
is not about how people in leadership govern or rule (Dean, 1999). Instead it is about 
discursive relations, social practices, visibilities and rationalities that extend beyond 
the leader. In this study, the omission of leadership is viewed as a key delimitation, 
not a limitation. Yes, leaders make a significant difference, but it could also be 
argued that leaders can change and be replaced, but many of the systems of 
governmentality remain independent of the leadership because they are not 
necessarily sourced from the leaders but are formed from a historically constituted 
rationality.  
1.8 CONCLUSION 
The purpose of this chapter was to orient the reader with an overview of the study 
and structure of the thesis. This included the research problem, background and 
significance. Further to this, a brief overview of the methodology was given to 
familiarise the reader with the research paradigm and the approach taken. A brief 
synopsis of each chapter was provided to clarify structure and improve readability. 
Key definitions have been introduced early in order to enhance flow of 
understanding. Finally, delimitations were presented to indicate the limits of the 
research project. 
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Chapter 2 
Literature Review 
 
The literature review will be presented in two parts: Part A, which contains the 
analytical framework; and Part B, which contains a review of key studies. 
 
PART A: ANALYTICAL FRAMEWORK 
2.0 INTRODUCTION TO ANALYTICAL FRAMEWORK 
The purpose of Part A is to review the major concepts and background that will 
underpin the research of this thesis. Since this research thesis is based heavily on 
Foucault‘s work, his major concepts related to governmentality will be outlined. In 
conjunction, complementary and associated concepts from organisational theory and 
social capital have also been included.  
 This part will begin with foundational concepts on power and the subject, 
followed by an analysis of the core aspects of governmentality, namely disciplinary 
power (with its extension bio-power) and technologies of the self. The final section 
will look at governmentality as a whole.  
2.1 WHY FOUCAULT? 
Prior to beginning, the question needs to be raised, why Foucault? To look at how 
schools are run (managed, organised, led, governed) there are many approaches that 
could be taken. First, there is the large body of work on organisational theory (such 
as G. Morgan, 2006). Organisational theory looks at a broad range of organisational 
dynamics such as the structure and culture of organisations (G. Morgan, 2006). 
Second, there is the body of work on school effectiveness (such as Hopkins, 2001, 
2006), professional community (such as Kruse & Louis, 2009), and social capital and 
relational trust (Bryk, Sebring, Allensworth, Luppescu & Easton, 2009; Hargreaves, 
2001, 2003; Mulford, 2007). These dimensions are incorporated into this study but 
are not the main or sole focus. Third and perhaps most notably would be to study 
school leadership (such as Andrews & Crowther, 2006; Caldwell, 2006; Kruse & 
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Louis, 2009). There is absolutely no doubt that leadership plays a key role in school 
culture and effectiveness, so why not focus on this area? The short answer that will 
be expanded in the rest of this literature review is power – how power is 
conceptualised and studied. While not ignoring the issue of power, all these 
approaches perhaps (and arguably) do not address the complex nuances of power as 
well as Foucault does. 
2.2 NOTIONS OF POWER 
Power is one of the central concepts in Foucault‘s ideation of governmentality (Dean, 
1999; Foucault, 2000f) due to its presence in all social and institutional arrangements 
(Petersen, 2003). Power and social control in organisations and society is 
problematic and as a whole is much more complex than rewards and sanctions 
(Millham, Bullock, & Cherrett, 1972; Murphy, 1982). Power cannot be limited to 
structural arrangements only, as Millham et al. (1972) note that two teachers with 
identical structural power may have very different levels of social control over a 
class of students. Nevertheless, in general terms, power can be viewed as the 
production of intended effects (Moss, 2002). In other words, power has a purpose, an 
intention, to create desired forms of behaviour for example. This definition, although 
broad, fits nicely with Foucault‘s aims of governmentality which is to direct conduct 
(Dean, 1999; Foucault, 2000f).  
Within this broad definition there are several ways that power can be 
conceptualised. Perhaps one of the most pervasive perspectives on power is neo-
Marxism which conceptualises power as top down, based on control, oppression and 
domination (Kemper, 1976). Marxism views power as a tool for the reproduction of 
social class (Kemper, 1976). This represents a very traditional view of power that is 
essentially repressive, and thus resistance is conceived as a struggle against the 
sovereign authority (Marginson, 1997). Furthermore, power is seen as a possession, a 
commodity, where the ruling class (bourgeois) possesses and profits from power by 
exploiting the lower class (proletariat) (McCarthy, 1990; Sangren, 1995). Since the 
1980's an alternative analytic of power has been gaining strong momentum due to 
criticisms and limitations of neo-Marxism. 
2.2.1 Criticisms of Neo-Marxism  
The first criticism relates to the Marxist notion of ideology which denotes knowledge 
relations as being clouded or veiled by social, political or economic relations 
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(Foucault, 2000g). Foucault (2000g) argues that these social, political and economic 
relations are not a veil, but the very means by which subjects of knowledge and truth 
relations are formed. In other words, Marxist notions tend to devalue these complex 
relations of power to instead focus on the ideologies of those in power. Further to 
this, instead of challenging the validity or otherwise of an ideological discourse that 
posits as truth, Foucault (2000h) suggests that it is more important to look at how 
such discourses are produced.  
Secondly, Marxism is problematic due to its reductionist nature; that is, 
reducing the essence of man to labour in a capitalist society (Foucault, 2000g). 
Foucault (2000g) argues that this is just an appearance which obscures the more 
complex political relations and networks of power. Put simply, there are many more 
forms of power and domination than economic forms and their associated ideologies 
(Marshall, 2001). These many forms of power are reduced to a form of binary duality 
in neo-Marxism, that is, the oppressor and the oppressed, the bourgeois and the 
proletariat (Popkewitz & Brennan, 1998). 
Notwithstanding this, it is important to note that Foucault does not reject 
Marxism outright, but views economic and class relations as a subset of a more 
complex and widespread set of power relations that a Marxist analysis is limited in 
its ability to elucidate (Johannesson, 1998; Popkewitz & Brennan, 1998). This is 
particularly evident in schools where early work on reproduction of class systems in 
schools by Apple (1979) was an important step forward in highlighting inequities of 
power. Nevertheless, it was viewed by many scholars (such as Giroux & Simon, 
1984; Pinar & Bowers, 1992) as fatalistic and limiting. A case in point noted by 
Besley (2005) is that studies of discipline in schools using Marxist frameworks tend 
to be deterministic, thus restricting the possibility of change. As another example, 
Hickox (1982) states that there is insufficient evidence to support education's role as 
the single central pivot in maintaining capitalist modes of production as supported by 
certain neo-Marxist proponents. Although such scholars like to quote Paul Willis' 
(1977) famous study Learning to Labour indicating that students reproduce their 
class, Hickox (1982) contends that this is more a result of the working class 
subculture (a core aspect of Willis‘ study) as opposed to repression.  In essence 
therefore, acknowledging the limitations of neo-Marxist theories of power is the first 
step in distinguishing alternatives and the reason for the increasing recognition and 
use of Foucault's work across many disciplines (Popkewitz & Brennan, 1998). 
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Prior to examining Foucault‘s analytic on power, it is useful to present a list 
of caveats presented by Agnello (2002) in analysing power from Foucault‘s 
perspective and how Marxism fails many of these: 
1) Origin vs. Extremities - Important to look at extremities of power rather 
than origins. Marxist notions focus on origins of power and ignore its impact 
at extremities. 
2) Ideologies vs. Practices - Need to study power where intention is transferred 
and invested in practices. Marxist notions look at ideologies rather than 
practices. 
3) Exercise vs. Flow - An important assumption is that individuals 
simultaneously undergo and exercise power. Marxist notions assume that 
individuals either undergo or exercise power but not both. 
4) Top-down vs. Bottom up - When analysing power we need to begin with the 
smallest details from the bottom up. Marxist notions look at power from the 
top down. 
5) Ideology vs. Knowledge - Important to look at how knowledge is produced. 
Marxist notion focus on ideology only at the expense of knowledge 
production.  
2.2.2 Foucault’s Analytic of Power 
Foucault (2000h), in contrast to neo-Marxism, envisions power as positive and 
productive. This represents an important shift from a view that emphasises 
sovereignty/repression to one that emphasises deployment and production 
(Popkewitz & Brennan, 1998). Although Foucault has been criticised for ignoring the 
repressive nature of power (Fraser, 1995), he (Foucault, 2000h, p. 121, emphasis 
added) makes it clear that it is a matter of degrees: 
It [power] needs to be considered as a productive network that runs through 
the whole social body, much more than as a negative instance whose 
function is repression. 
Power is thus a pervasive notion, a network (Ninnes & Burnett, 2003; Peters, 2003), 
with many micro-power relations (Johnson, 1997; Smart, 2002) that employ a variety 
of tactics (Foucault, 2006). In his lectures on psychiatric power, Foucault (2006) 
explains that in an asylum, power not only circulates through the doctor, but also 
flows via warders who appear as servants of the mad. In general terms: 
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Power does not belong to anyone or even to a group; there is only power 
because there is dispersion, relays, networks, reciprocal supports, differences 
of potential, discrepancies, etcetera. It is in this system of differences, which 
have to be analysed, that power can start to function.  
(Foucault, 2006, p. 4) 
Thus Foucault (1997a) looks at relations of power rather than power per se.  These 
relations of power present in all social and institutional arrangements are shifting, 
reversible and unstable; operating in a network of alliances, sitting in stark contrast 
with more sovereign views (Clegg, 1998; Foucault, 1997a; Marginson, 1997; 
Schaafsma, 1998). When analysing relations of power, Popkewitz (1998) suggests 
not only looking at relations of self (identity formation) and relations to others but 
also wider institutional discourses that are part of this matrix of power relations.  
This flow of power through a network or grid of relations denotes a sense of 
economy; which is an important aspect of Foucault's (1975, 2000h) analytic of 
power. Historically, Foucault (2000a) traces the genealogy of governmentality from 
the art of government to political science; from a regime dominated by structures of 
sovereignty to one ruled by techniques of government (political economy). 
Elsewhere in his writings, Foucault (1975) outlines the inefficiencies of power 
relations in the sovereign government compared to the evolution of more efficient 
forms such as technologies of disciplinary power and technologies of the self.  
In contrast to neo-Marxism, Foucault (1975, p. 26) does not see power as a 
possession or property but as a strategy that uses:  
…dispositions, manoeuvres, tactics, techniques, functionings; that one should 
decipher in it a network of relations. 
Thus power is exerted rather than owned (Perron et al., 2005), being embedded in 
systems and practices (Larochelle, 2007).Therefore to analyse power, one must look 
at the social practices in which relations of power are actuated (Lysgard, 2004). Dean 
(1999, p. 29) sums this point up well: 
Power from this point of view, is not a zero-sum game played within an a 
priori structural distribution. It is rather the (mobile and open) resultant of 
the loose and changing assemblage of governmental techniques, practices 
and rationalities. 
Consequently, these practices and techniques need to be a fundamental part of any 
analytic on power.  
Another important dimension in Foucault's (2000g) analytic of power is the 
embodiment of a polymorphic (or polyvalent) nature. In other words, there is 
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economic power (such as salaries), political power (establishing order and rules), and 
judicial power (rewards and sanctions) (Foucault, 2000g). That being said, according 
to Foucault (2000g), there is an underlying epistemological power that actuates 
aspects of polymorphic power. This epistemological power looks at knowledge both 
from and about individuals. Therefore, power is intertwined with knowledge in what 
Foucault (2000h) terms the knowledge/power nexus. 
2.2.3 Addressing Criticisms of Foucault’s Notion of Power 
It is interesting to point out that despite criticisms of Foucault's work, it has still 
become very widely adopted in many areas of sociology, including education 
(Sangren, 1995). While it is conceded that Foucault changed and developed his ideas, 
nevertheless, important themes and concepts can be drawn from his work 
(Freundlieb, 1995). The first major criticism is that Foucault's notion of power is 
based on the clever use of language that is merely trendy and ambiguous (S. Smith, 
1997). In similar fashion, Dwyer (1995) purports that Foucault's powerful images of 
surveillance can create more ambiguity in meaning than they help to substantiate. In 
response, the relationship between language and power is complex and interwoven, 
with language often highlighting and reflecting power structures (Popkewitz, 1992). 
Equally important for consideration is the fact that Foucault studied extreme 
elements of society (prisons and insane asylums) which help explain his potent 
language. 
Lack of agency is the second major criticism of Foucault‘s notion of power 
(Moussa & Scapp, 1996; Sangren, 1995). To deny agency not only misrepresents a 
basic social reality, it also leads to a fatalistic determinism (Fox, 1998; Sangren, 
1995). The reason that Foucault is accused of a lack of agency is that he states that 
no one is free from the effects of power (Bevir, 1999). Bevir (1999) circumvents this 
problem by distinguishing between agency and autonomy; arguing that we are not 
autonomous subjects that can escape power yet we do have agency. Along the same 
line, Moussa (1996) argues that Foucault actually encourages agency, and never 
wished to pronounce universal truths, rather he aimed for the metaphorical effect of 
'hand grenades'. This is particularly true in his later work which sought to overcome 
some of the limited notions of agency especially from his work on disciplinary 
power. 
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Closely related to the problem of agency is the problem of lack of resistance 
(Brenner, 1994; Muckelbauer, 2000). Muckelbauer (2000) points out that some 
critics see that Foucault's framework renders it incompatible with resistance due to 
the inescapable nature of power and the radical decentering of the subject. In reply, 
Foucault not only purports that resistance to power is always possible (Roth, 1992), 
but that power rarely exists without some form of resistance being present (Ninnes & 
Burnett, 2003). Besides this, Muckelbauer (2000) charges critics of Foucault's 
resistance with unnecessary reductionism, scaling down resistance to a set of simple 
criteria. The problem of resistance will be further dealt with in a subsequent section. 
The final criticism is levelled by Habermas, regarded as the last of the critical 
theorists from the Frankfurt school (P. Smith, 2001). Although Habermas agrees with 
Foucault on the connection between power and rationality, Habermans disagrees 
with Foucault's concept that reason is the expression of power; rather Habermas 
gives greater potency to reason and free agency (Lipscomb, 2002). Habermas like 
other social theorists says that through rationality we can step outside society. He 
argues that as rational agents we assume multiple roles within society (Lipscomb, 
2002). In contrast, Foucault argues that our identity is shaped by the effects of power 
in our contexts and charges Habermas with failing to acknowledge the pre-rational 
limits of human subjectivity (Lipscomb, 2002). In other words, Habermas, like many 
other social theorists, has failed to look at the wider social historical context and 
impact that shape human behaviour. 
2.3 THE SUBJECT CONSTITUTED IN A KNOWLEDGE/POWER 
NEXUS 
This section will begin with an outline of how the subject is formed within a broad 
historical context. This is followed by an analysis of the knowledge/power relation 
which is most avidly displayed in what Foucault terms ‗regimes of truth‘ or ‗games 
of truth‘. To conclude this section, an overview of the way games of truth relate to 
governmentality is presented. 
2.3.1 The Historically Constituted Subject 
Foucault represents a shift in the epistemology of the subject from the rational 
subject of the enlightenment, as espoused by Cartesian thought and Kantian 
philosophers, to a historically constituted subject (Foucault, 2000g). This is not to 
say that as subjects we are somehow not rational, rather, in order to understand 
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where we are today we must look beyond ourselves at the historical context in which 
we are formed. Such a historical context involves complex relations of knowledge 
and power (Foucault, 2000g, 2000h). 
When studying the historically constituted subject, Foucault advocated a 
social epistemology which aims to study the context in which knowledge is produced 
(Popkewitz & Brennan, 1998). Social epistemology represents a decentering of the 
subject, which is not eliminating the subject, but problematising forms of reasoning 
(for example, professionalism) in their historical context (Popkewitz & Brennan, 
1998). Further to this, Foucault advocated looking at a broad set of complex relations 
across time and space (Popkewitz & Brennan, 1998). As an example, consider the 
rise of large scale schooling in the 19
th
 century. This was an invention that 
overlapped and was interdependent with events such as institutions for teacher 
education, the rise of the modern university, and the evolution of the discipline of 
psychology (Popkewitz & Brennan, 1998). This focus from Foucault on systems of 
ideas that construct rules, rather than on actors, helps to analyse how power and 
knowledge combine to shift boundaries.  
In terms of a focus on the individual subject or actor, Foucault generally 
rejected the phenomenological approach so that he could focus on how forms of 
power and knowledge combine to form games of truth and practices of power 
(Foucault, 1997a). Nevertheless it was not so much phenomenology per se that 
Foucault rejected, rather its limited focus on the present and its subsequent inability 
to look at the historical context of the subject (Marshall, 1996). In his later work on 
governmentality, Foucault (1997a) shifted his focus from a passive decentred subject 
under disciplinary power to a more active subject that used a variety of technologies 
of the self. Clearly, Foucault‘s epistemology of the subject has important 
methodological implications and these will be examined in the methodological 
section.  
In sum, understanding the wider context of education is imperative in any 
detailed analysis (Besley, 2005).Therefore, Foucault‘s historically constituted subject 
formed in a knowledge/power nexus is an important part of gaining insight into this 
wider contextual landscape.  
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2.3.2 The Knowledge/Power Nexus 
According to Foucault, truth and knowledge are the tools that society uses to manage 
itself (McKinlay & Starkey, 1998b). Since knowledge is such an important tool it 
stands to reason that it is linked with power relations as Foucault (1975, p. 27) 
outlines: 
... power and knowledge directly imply one another; … there is no power 
relation without the correlative constitution of a field of knowledge, nor any 
knowledge that does not presuppose and constitute at the same time power 
relations. 
Foucault (2000g) also makes it clear that knowledge does not exist in isolation or in 
total, rather it is partial and therefore we need to look at power relations, struggles 
and contests that have led to the formation of knowledge.  
When examining the formation of knowledge, it is important to distinguish 
between the two French words for knowledge that Foucault uses: savoir and 
connaissance. The term savoir represents the process of transformation that a subject 
undergoes through what they know (Foucault, 2000b). A subject can be transformed 
by external processes or by internal technologies of the self. Consequently, when we 
say that a subject is formed in a knowledge power/nexus we refer to the term savoir. 
In fact, Foucault (1975, p. 29) sees the subject, or more specifically the soul, as the 
pivotal point in the exercising of the knowledge/power nexus: 
... the soul...is the element in which are articulated the effects of a certain 
type of power and the reference of a certain type of knowledge, the machinery 
by which power the power relations give rise to a possible corpus of 
knowledge, and knowledge extends and reinforces the effects of this power. 
Nevertheless, the second term connaissance is also significant and refers to 
the work or science that makes it possible to increase the number and intelligibility 
of knowable objects (Foucault, 2000b). Foucault uses this term in his book, 
Archaeology of Knowledge where he refers to knowledge in the sense of the 
evolution of the human sciences such as psychology. Considering these two forms of 
knowledge, Foucault (1975, p. 28) makes it clear that their formation is beyond that 
of the individual: 
In short, it is not the activity of the subject of knowledge that produces a 
corpus of knowledge, useful or resistant to power, but power-knowledge, the 
process and struggles that transverse it and of which it is made up, that 
determines the forms and possible domains of knowledge. 
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In other words, it is the process, the struggles that are at the centre of knowledge 
formation. This concept of process is best illustrated through a historical example of 
knowledge formation.  
Historically, Foucault (2000g) outlines this knowledge power relation using 
the example of the political technique of the sumbolon. The sumbolon was an 
instrument of power, where an object holding a secret or power was broken in half 
with the two parts normally being dissevered. Only when the two parts were brought 
together by a subject(s), was the secret unveiled or the power authenticated, even 
though, in a sense it was continually exercised (Foucault, 2000g). Foucault (2000g, 
p. 22) suggests that the sumbolon is representative of how power relates to fragments 
of knowledge: 
Power manifests itself, completes its cycle, maintains its unity by means of 
this little game of separate fragments of the same whole whose overall 
configuration is the manifest form of power.    
Foucault (2000g), in agreement with Nietzsche, suggests that knowledge does not 
have a neat origin (Erfindung), instead it is invented (Ursprung) fragment by 
fragment through struggles and contests as a part of strategic relations. A case in 
point is the notion of what constitutes a professional teacher. This no doubt is 
contentious, a struggle of discourses between governments, unions, professional 
organisations and so forth that play out within the institutional and political context. 
Considering knowledge formation as a struggle or contest among relations of 
power, it is important to note the outcome of such struggles. Human subjects are 
formed from the result of knowledge/power relations which is truth or what Foucault 
terms ‗regimes of truth‘ or ‗games of truth‘ (Agnello, 2002). Truth then becomes an 
important tool in the governmental process that is instrumental in both forming 
docile bodies (disciplinary power) and governing the population (bio power) 
(Agnello, 2002). Foucault (1997a, p. 290) makes it clear that knowledge/power 
relations are a focus of analysis to look at the fundamental problem of the 
relationship between the subject and truth: 
Knowledge/power is not the fundamental problem 'but an instrument that 
makes it possible to analyze the problem of the relationship between subject 
and truth in what seems to me the most precise way.' 
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Consequently understanding regimes or games of truth was a fundamental concern 
for Foucault and foundational in understanding how we as subjects are both 
governed by others and govern ourselves.  
2.3.3 Regimes of Truth/Games of Truth 
Institutional or social power is maintained by a network or matrix of rules and codes 
of practice known as ‗regimes of truth‘ (Gruenewald, 2005). The political context in 
which knowledge is constructed is termed by Foucault 'regimes of truth' or 'games of 
truth' (Foucault, 2000h). Foucault (2000h) sees a ‗regime of truth‘, not merely as a 
series of propositions, but as a system or matrix of procedures in which statements 
are formed, suppressed, regulated and distributed in a context of power relations. In 
other words, Foucault was not interested in whether the dominant discourse is true or 
false, which is often indeterminate in postmodern discourse; instead the issue is how 
this discourse is formed, what rules governed its formation, what words or ideas were 
encouraged; which were prohibited or discouraged (Foucault, 2000h; Simola et al., 
1998). 
 These regimes that governed the formation of discourse or social practices 
represent the politics of a statement especially those established by the sciences 
(Foucault, 2000h). Thus Foucault (2000h) sees truth as having a political economy 
characterised by five traits; truth is: 
1) …based on the scientific discourse and institutions that produced it; 
2) …subject to both political and economic provocations; 
3) …the object of circular relations of dispersion; 
4) …produced and transmitted under the control of a few powerful political 
and economic apparatuses; 
5) …the issue of political debate and struggles.  
These traits can also be viewed as basic assumptions that Foucault holds about truth. 
The first trait looks at the formation of truth being based on both discursive and 
social practices. Here Foucault (1997f) sees the sciences as using and applying a 
variety of techniques to help us understand ourselves. The second trait highlights the 
shifting and unstable nature of truth that is subject to a variety of relations. The third 
trait looks at the power relations involved in the dispersion of truth. The fourth trait 
focuses on specific techniques or apparatuses that produce and transmit truth. 
Finally, truth is not an enclosed unity; it is subject to debate and struggles. These 
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traits or assumptions indicate that truth is connected to, but not reducible to relations 
of power (Foucault, 1997a).  
In his later work Foucault used the terms ‗games of truth‘ in preference to 
‗regimes of truth‘ (Besley, 2007). Foucault (1997a) liked the metaphor of a game 
when referring to truth, and used the term game to refer to the set of rules 
(procedures) by which truth is produced. In the same way a set of rules or procedures 
are followed when playing a game whether it is a board game or a sporting game, 
certain rules or procedures construct the way that truth is formed. Foucault (1997a) 
made it clear that games of truth can involve both coercion from others as well as 
practices of self formation.  
In analysing modern day regimes of truth, Foucault uses a bottom up 
approach that looks for detail at the everyday level (Hoskin, 1998). Such analysis is 
imperative for understanding how governmentality operates (Dean, 1999). In fact, a 
foundational aspect of analysing governmentality is to look at how truth is produced 
in social, cultural and political practices (Dean, 1999). Moreover, Dean (1999, p. 18) 
puts truth at the centre of governmentality:  
…we govern others and ourselves according to what we take to be true about 
who we are, what aspects of our existence should be worked upon, how, with 
what means and to what ends. 
Consequently, in order to analyse governmentality it is imperative to establish what 
regimes or games of truth are present in the social practices of an institution..  
2.3.4 Conclusions: The subject Constituted in a 
Knowledge/Power Nexus 
In sum, Foucault sees a subject formed in a historical matrix of knowledge and 
power relations that result in the formation of regimes or games of truth that are used 
to govern the conduct of others and ourselves.  
2.4 DISCIPLINARY POWER 
Disciplinary power represents the first of the two main technologies of power used in 
governmentality. Part of governing is structuring possible fields of actions for others 
(Moss, 2002) and this is what disciplinary power is about. Disciplinary power is 
outlined in Foucault's (1975) book Discipline and Punish where he presents a stark 
contrast between horrific torture and the daily prison timetable 100 years later. This 
stark transformation over a relatively short period of time was very significant to 
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Foucault and represented a shift from targeting the body (through torture) to the soul 
(more gentle yet sophisticated mechanisms of discipline) (Foucault, 1975). Further to 
this, disciplinary power represented a complete reversal of visibility from the 
sovereign government which openly displayed its power through public tortures to 
visibility of the individual who felt the constant presence of surveillance (Foucault, 
1975). In fact, Foucault (1975, p. 87) contrasted the inefficiency of public displays 
with the economy of disciplinary power:  
…punishments were spectacular in their manifestations and haphazard in 
their application. It became necessary to define a strategy and techniques of 
punishment in which an economy of continuity and permanence would 
replace that of expenditure and excess. 
Therefore, a better economy of power was all about better distribution (Foucault, 
1975), that is targeting the many in a consistent and methodical way rather than the 
few in a haphazard way. Overall, disciplinary power represented a transformation 
from oppressive punishments to a more sophisticated form of power that rested on a 
series of rules and techniques (Foucault, 1975; Smart, 2002). 
 Specifically, the aim of disciplinary power is in a sense self subjectification 
(Besley, 2007; J. Simons, 1995). Hence, Foucault (1975, p. 129) describes the aim of 
disciplinary power as positive and productive, to form: 
...the obedient subject, the individual subjected to habits, rules, orders, an 
authority that is exercised continually around him and upon him, and which 
he must allow to function automatically in him.. 
Thus disciplinary power is not repressive in the sense that it focuses on what 
subjects are doing wrong, rather it examines whether subjects are doing what they 
ought; it looks at whether subjects are progressing or developing as they should 
(Foucault, 2000g). Metaphorically, Foucault (2000g, p. 58) termed the age of 
disciplinary power as the age of 'social orthopedics' indicating a focus on social 
supervision and direction.  
Once again, although disciplinary power may result in exclusion, that is not 
its primary aim, instead its purpose is to insert people into an 'apparatus of 
normalization' through training (Foucault, 2000g, p. 78). Foucault (2000g, p. 86) 
links this apparatus to a matrix or capillary of power with the implication being that 
a: 
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…web of microscopic, capillary, political power had to be established at the 
level of man's very existence, attaching men to the production apparatus, 
while making them into agents of production, into workers. 
This means that discipline aims to normalise certain behaviours which implies that 
systems of knowledge must be set up to support these norms (Larochelle, 2007). 
Therefore, disciplinary power not only constitutes a system of knowledge or a way of 
knowing but also a system of power (Townley, 1998). These technologies aim to 
produce a visible and known arena that can enhance the process of governmentality 
(Townley, 1998).  
2.4.1 Instruments and Techniques of Disciplinary Power 
There are three basic instruments of disciplinary power which can be summarised as 
follows:  
1) Hierarchical surveillance - connection between visibility and power;  
2) Normalising sanctions - to gain conformity to normalised standards and  
3) The examination - combines the previous two to objectify the individual  
(Foucault, 1975; Hopper & Macintosh, 1998). 
 This section will outline in detail these three instruments in addition to associated 
techniques.  
Firstly, hierarchical surveillance embodies the concept that individual 
subjects are made visible without being able to see when they are under observation 
(Foucault, 1975). This observation is not from a single source, rather it is a 
subdivided gaze that needs a series of relays that operates at many levels in a 
hierarchy: 
It was also organized as a multiple, automatic and anonymous power; for 
although surveillance rests on individuals, its functioning is that of a network 
of relations from top to bottom, but also to a certain extent from bottom to top 
and laterally; this network 'holds' the whole together and transverses it in its 
entirety with effects of power that derive from one another: supervisors, 
perpetually supervised. 
(Foucault, 1975, p. 176-177)  
Consequently, the power that derives from observation is not a possession of a single 
observer at the top of a hierarchy but instead functions like a specialised piece of 
machinery (Foucault, 1975). Gordon (2002) notes that power may produce visibility 
but it is also still dependant on it. What this means is that visibility is necessary for 
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power and power is needed for visibility. Once again this reinforces a multi rather 
than uni-directional flow of power.  
Secondly, normalising judgement is a corrective disciplinary action that 
differentiates, homogenises and excludes all with the purpose of normalizing a 
desired behaviour (Foucault, 1975). Foucault illustrates this through the school 
system where micro penalties are provided for infractions of time (e.g. lateness, 
interruption), of activity (e.g. inattention), of behaviour (e.g. rudeness). Thus 
normalising judgement uses the minimum sanction necessary to produce corrective 
action (Foucault, 1975).  
Thirdly, the examination combines the previous two instruments ‗that makes 
it possible to qualify, to classify and to punish‘ (Foucault, 1975, p. 184). Further to 
this, the examination allows the combination of knowledge and power relations in 
‗all its visible brilliance‘ (Foucault, 1975, p. 185). Such visibility is achieved through 
many documentary techniques that make the individual into a ‗case‘ with those who 
deviate furthest from the norm being the most individualised (Foucault, 1975). 
Consequently, increased deviance from norms leads to greater isolation and more 
permanent visibility which increases the intensity of power (Foucault, 1975; Gordon, 
2002). 
With visibility as a central tenant of disciplinary power, Gordon (2002) 
suggests that there are two types of visibility – actual and potential. These two types 
are very much interrelated with actual visibility forming the starting point and 
moving toward potential forms of visibility, thus increasing the economy of 
disciplinary power (Gordon, 2002). As an example, Gordon (2002) presents the 
cubicle as an artefact of modern business that is based on the possibility of inspection 
and therefore carries a high degree of economy. McKinlay (1998b) argues that the 
aim of many new management technologies is to increase both the scope and 
intensity of the managerial gaze. A case in point of a management technology is 
management by objectives where visibility is achieved through visibility of and 
reporting of individual performance (McKinlay & Starkey, 1998b). Performance is 
measured in comparison to organisational goals and psychological contracts thus 
illustrating the knowledge/power nexus (McKinlay & Starkey, 1998b). In other 
words, organisations or managers establish regimes of truth through scientific 
assessments (i.e. psychological measures) which measure performance (McKinlay & 
Starkey, 1998b). Applying these instruments to schools, Gruenewald (2005) states 
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that the term ‗best practice‘ is in reality a disciplinary power maintained by the three 
aforementioned instruments.  
Disciplinary power also uses techniques to control space and activity that are 
based on the aforementioned three instruments of disciplinary power. As the 
embodiment of these instruments and techniques of power, Foucault (1975) chose 
the panopticon as his chief illustrative symbol.  
Table 2.1 – Techniques of disciplinary power 
 (Foucault, 1975; Hopper & Macintosh, 1998) 
Aspect How this is achieved Illustration from schools 
Distributing 
individuals in space 
Enclosure Enclosing schools from surrounding 
community 
Partitioning – allows for better 
measurement (mathesis) and 
classification (taxinomia) 
Dividing of schools into classrooms 
for better supervision 
Ranking of spaces Separate areas for school hierarchy 
(usually at the entrance to the school) 
Control of activity Timetable – dividing time and 
matching time to specific activities 
School timetables have such detail 
Body and gesture correlation and the 
body-object articulation 
How staff interact with students – 
appropriate levels of physical 
contact. 
―Dressage principle‖ – exhaustive use 
of time 
Expectations on teachers outside 
school hours 
2.4.2 The Panopticon 
The Panopticon (see Figure 1.1, p. 10) is regarded as an important symbolic notion of 
disciplinary power (Foucault, 1975; Smart, 2002). The Panopticon was originally an 
architectural design of an ideal prison by Bentham (Foucault, 1975). This design 
consisted of a central tower that was able to view all the individual cells to ensure the 
'automatic functioning of power' (Foucault, 1975). Consequently, having an observer 
who sees without being seen is regarded as one of the ultimate forms of power 
(Foucault, 2000g). 
Nevertheless, several organisational theorists (Burrell, 1998; McKinlay & 
Starkey, 1998c; McKinlay & Taylor, 1998) emphasise that this visibility is not just 
from the top down, but also from the bottom up, where the actions of managers are 
visible to workers. This broadens the notion of visibility to a multidirectional 
network. This concept is particularly applicable to schools, as Gruenewald (2005) 
supports the panopticon as a model for schools due to their efficiency as an 
institution of social control. Here, both students and teachers are both continually 
made visible (transparent) through testing programs which results in both students 
and teachers internalising power (Gruenewald, 2005). In addition to visibility making 
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schools similar to the panopticon model, even physically schools in many regards 
resemble prisons in the sense of representing a clear divide between those inside the 
school (teachers and students) and those outside (the general community).  
Although Foucault did not develop the panopticon into a generalised theory 
(Redfield, 2005), he did broaden and generalise the concept of surveillance into a 
new 'political anatomy' or 'political technology' that could be used to efficiently and 
subtly wield power to increase production and effectiveness, applicable to many 
types of institutions from prisons to hospitals and schools (Deleuze, 1988; Foucault, 
1975; Sheridan, 1980; Smart, 2002). Political anatomy works through a series of 
complex relays and social relations within the institution (Foucault, 1975). 
Specifically, Foucault (1975, p. 28) denotes political anatomy as: 
... a set of material elements and techniques that serve as weapons, relays, 
communication routes and supports for the power and knowledge relations 
that invest human bodies and subjugate them by turning them into objects of 
knowledge. 
In terms of the target of political anatomy, Foucault (1975, p. 30) specifies the soul 
(or mind) as the ‗instrument of a political anatomy.‘ In other words the aim is to gain 
power over the minds of individual subjects (Foucault, 2000g).  
To further aid in the exploration of political anatomy within the institution, 
several concepts related to organisational theory parallel aspects of disciplinary 
power, the theory of neoinstitutionalism being useful for analysing external 
impingements and the concept of social capital is beneficial for examining internal 
dynamics. 
2.4.3 Disciplinary Power and Organisational Theory 
Although the institution is in reality an organisation, nevertheless it is important to 
clarify the relationship between the terms 'organisation' and 'institution.' For this 
study, the terms will be more or less interchangeable (as by Stiglitz, 2000). Although 
the term ‗institution‘ is often associated with more formal organisations that are 
embedded in a broad context and comprise a variety of actors. Hence, I will define 
the institution as 'an organisation with many complex entanglements.' As a result, 
organisational theory overlaps with notions of disciplinary power and can further 
explicate the 'political anatomy' of the institution. This is particularly pertinent as 
Foucault views institutions as having a productive function through their various 
mechanisms of operation (Gordon, 2002). 
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Schools in particular are seen as important institutions charged with the 
function of socialisation and as a result are fundamental structures that use and 
maintain disciplinary power (Larochelle, 2007). Thus schools have a productive (and 
reproductive) function, congruent with the aims of disciplinary power. Further, to a 
general productive function for society, schools are central in producing a sense of 
identity and the self (Lewis, 2004). Therefore, in order to uncover the manner in 
which the institution of schooling uses disciplinary power, aspects of organisational 
theory provide a useful set of analytic perspectives. 
Power is a fundamental yet slippery concept in organisational theory. 
Nevertheless, a number of organisational theorists (such as Clegg, 1998; Jackson & 
Carter, 1998; McKinlay & Starkey, 1998b) have found Foucault‘s perspectives on 
disciplinary power useful in helping to conceptualise organisational dynamics in a 
number of ways. Firstly, Foucault‘s perspectives have been important in broadening 
the focus of analysing power as Clegg (1998, p. 41) outlines: 
Thus the problematic of 'power in organizations' centres not on the 
legitimacy or otherwise of subordinates' capacities, as in the conventional 
view, but on the myriad of practices that incapacitate authorities from 
becoming powers by restricting action to that which is 'obedient', not only 
prohibitively but also creatively, productively. 
Instead of viewing power as keeping subordinates ‗in line‘, the more complex, 
creative and productive functions of power are just as important. Secondly, power 
positions the subject through the disciplinary practices that it uses to create the 
potentials and boundaries on the forms of agency that subordinates of an organisation 
have (Clegg, 1998). Clegg (1998) classifies the level of strategic agency promoted 
through disciplinary power along a continuum from low discretionary strategic 
agency to high discretionary strategic agency. At one end, low strategic agency 
utilises high levels of disciplinary power that aim to constitute the obedient subject 
such as a soldier in the military (Clegg, 1998). At the other end of the continuum, 
high discretionary strategic agency utilises more productive and creative aspects of 
disciplinary power that allow for delegation and higher levels of discretion (Clegg, 
1998). Even at high levels of discretion disciplinary power is still very much present 
but in different forms. As an illustration, Townley (1998) makes it clear that the 
practice of total quality management in organisations utilises technologies of 
disciplinary power. The use of techniques such as benchmarking that measure 
performance toward goals reflects Foucault‘s principles of surveillance or visibility, 
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normalisation and examination. Furthermore, the use of constant measurements 
(mathesis) and classifications (taxinomia) to determine quality of performance reflect 
important strategies to improve production (Townley, 1998). 
2.4.3.1 Metaphors of Organisations 
To aid in the conceptualisation of an organisation as an instrument of disciplinary 
power, it is useful to peruse a number of metaphors. G. Morgan‘s (2006) work on 
organisational metaphors is particularly useful. Perhaps the most prominent and well 
established organisational metaphor is that of a machine (G. Morgan, 2006).  
Metaphorically, Foucault (1975, p. 138) perceives political anatomy as 
having a machine-like function that not only breaks down individuals through 
rigorous training and subjects them to a ‗mechanics of power‘, but also enables 
individuals to quickly and efficiently play their role as part of a larger institutional 
machine such as the school, prison or hospital. In order for individual subjects to 
play their part in a larger ‗machine‘, they must be subjected to the disciplinary power 
of the political anatomy. This machinery has a number of dimensions, namely: 
individuals become elements or objects that can be placed, worked on, or influenced 
by others; organisation of time where time is broken down to form an orderly 
succession; and a system of command that ideally can be articulated in the most 
minimalist way such as a few key words or gestures (Foucault, 1975). These 
dimensions are congruent with G. Morgan‘s (2006, p. 19) presentation of the 
machine metaphor that follow the principles of classical management theory, for 
instance, ‗division of work‘, ‗centralization of authority‘ and ‗discipline‘. Likewise, 
McKinlay and Starkey (1998b) view the organisation as a social machine, one that 
produces discourses of knowledge that influence its constituents. Historically, 
Foucault (1975), like G. Morgan (2006) traces this machine-like political structure to 
the military model which was the fundamental system for maintaining civil order.  
The machine-like structure of an organisation is characterised by a high 
degree of impersonality conveyed through rules and hierarchy which Weber (2006) 
characterised as an ‗iron cage‘. Although this hierarchical, impersonal structure 
seems more in line with a neo-Marxist view of power, Clegg (1998) argues that we 
cannot dismiss this legitimate hierarchy of power in the Weberian sense. In fact, 
many (such as Burrell, 1998; Dean, 1994; McKinlay & Starkey, 1998b) argue that 
Foucault‘s governmentality complements and builds on Weber‘s ‗iron cage‘. 
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Specifically, the ‗iron cage‘ is a simplistic notion, but important starting point, 
compared with Foucault‘s machinery of disciplinary power; as forms of knowledge 
and power are temporary and historically situated not binding, inevitable or 
inescapable (McKinlay & Starkey, 1998b).  
G. Morgan (2006) also supports Webers notion of mechanisation as a 
significant social force in addition to the importance of organisational structure. On 
reflection, there are many parallels between G. Morgan‘s machine metaphor as 
embodied in the five principles of classical Taylorism and Foucualt‘s disciplinary 
power. These similarities are summarised in Table 2.2. In essence, the machine 
metaphor aims to optimise efficiency by carefully training and monitoring workers 
(Foucault, 1975, G. Morgan, 2006). Despite the power and usefulness of this 
metaphor, G. Morgan (2006, p. 26) is quick to point out that ‗metaphors only create 
partial ways of seeing.‘ Thus, while the machine metaphor has its strengths, it also 
has its limitations, most notably ignoring the human dimension of the organisation.  
 
Table 2.2 – Similarities between Classical Taylorism and Foucault‟s disciplinary power 
Five principles of Classical Taylorism (G. 
Morgan, 2006, p. 23) 
Foucualt‟s notion of disciplinary power and 
machine metaphor 
(Foucault, 1975) 
Shift all responsibility from the worker to the 
manager 
Individuals need to be trained and disciplined to 
follow behavioural norms 
Use scientific methods to optimise work Disciplinary power uses sophisticated 
mechanisms to gain maximise efficiency from 
workers 
Select best person to do the job Individuals are ‗examined‘ to determine their 
performance  
Train the worker to be efficient Individuals are trained in all aspects including 
use of space and time 
Monitor work performance Surveillance and the examination are 
fundamental aspects of disciplinary power 
 
Finally, two important caveats for the machine metaphor need addressing. 
First, Bentham‘s panoptic machine espouses a program of discipline that does not 
work perfectly in reality. Foucault (2000d, p. 232-233) made this clear when he 
contrasted the ‗beautiful Benthamite machine‘ with the ‗witches brew of reality‘. 
Second, and interrelated with the first caveat, is that the political anatomy of 
disciplinary power should not be used in isolation, rather it needs to be extended to 
encompass a wider governmentality that also includes technologies of the self 
(Foucault, 2000d). 
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 Other useful metaphors outlined by G. Morgan (2006) include looking at 
organisations as cultures (beliefs, values, sense of community) or as political systems 
(analysing interests within the organisation). In a sense this study looks at political 
systems, but in a different way to G. Morgan. While G. Morgan focuses on conflict 
and seeing power as the means of resolving conflict, this study looks at more 
sophisticated mechanisms of power within the organisation. In essence, G. Morgan‘s 
organisational metaphors provide a valuable lens to be used in conjunction with 
Foucault‘s machinery symbolism of the institution of modern school.   
2.4.3.2 Neoinstitutionalism  
Neoinstitutionalism parallels Foucault's (1975) disciplinary power in that it focuses 
on the sociology of organisations (Lieberman, 2002). Yet neoinstitutionalists 
consider this sociology as externally constructed by forces upon the institution 
including state regulation, market forces and the role of professional associations 
(Arum, 2000; Kraatz & Zajac, 1996). As a result, neoinstitutionalists view schools as 
operating in environments that are constrained, which gives them a strong inertia 
toward change (Colomy, 1998; Kraatz & Zajac, 1996; Lieberman, 2002). With this in 
mind, the salient characteristics of neoinstitutionalism can be described as follows: 
 Focus on sociology – An organisations sociology includes rules, procedures, 
norms and structures (Lieberman, 2002). 
 Trend toward homogeneity - Organisational change results in organisations 
that become more homogeneous and more reflective of the most prestigious 
(Kraatz & Zajac, 1996). 
 Resistant to change – Organisations are resistant to change on several fronts: 
 External - Organisations have strong inertia to change because of 
external constraints (Kraatz & Zajac, 1996; Lieberman, 2002). 
 Internal - Changing the technical environment has little impact on 
organisational change (Kraatz & Zajac, 1996) 
 Stability - Attempts to change against external constraints often results in 
harmful consequences (Kraatz & Zajac, 1996) 
Neoinstitutional theory is relevant for schools as institutions that operate within a 
wide social and political context. Traditionally the characteristics of effective schools 
were often imposed from above, often in a move toward a single 'one best system' 
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that reduced the level of autonomy in schools in order to overcome perceived levels 
of mediocrity (Chubb& Moe, 1988).  
Despite this seemingly unilateral trend toward neo-liberalism and its 
associated centralisation/decentralisation duality in education, political ideas and 
policies remain complex and multidimensional with evolution of ideological contexts 
often shifting (Lieberman, 2002). Despite this political complexity, 
neoinstitutionalists give a note of pessimism regarding the ability to achieve change 
in schools because: 
It is also about power, about who gets to have how much say in the control of 
schools. Reformist notions that the various actors should work together in the 
best interest of schools are doomed by the institutions of democratic control, 
which guarantee a conflict of interest, struggle for advantage, and resort to 
formally enforced 'cooperation.' 
(Chubb & Moe, 1988, p. 1085) 
It is this pessimism that has become one of the main sources of criticism of 
neoinstitutional theory. Neoinstitutionalism has a clear macro bias that fails to 
account for the micro complexities that operate within institutions (Colomy, 1998; 
Lieberman, 2002). In particular, it fails to acknowledge the power of human agency 
and the interest of actors in institutional change (Colomy, 1998; Lieberman, 2002; 
Porter, Sullivan, Blythe, Grabill, & Miles, 2000). The preeminence of structure over 
human agency in neoinstitutional theory provides a strong basis for inertia toward 
change (Colomy, 1998; Lieberman, 2002). Finally, neoinstitutionalism also fails to 
account for research that provides principles for effective schools as well as the 
increasing levels of decentralised decision making (Hopkins, 2001, 2006). 
Empirical evidence has also suggested that this inertia is not always as potent 
as suggested (Kraatz & Zajac, 1996). Additionally, schools do not always head 
towards homogeneity or prestige as neoinstitutional theory would suggest (Kraatz & 
Zajac, 1996). Rather, evidence suggests elements of 'old institutionalism', that is, 
adaptation and change are present in many contexts (Kraatz & Zajac, 1996). While 
critics are not calling for the rejection of neoinstitutional theory, they suggest a more 
balanced perspective that allows for human agency and an understanding of the 
nuances of complexity within institutions (Colomy, 1998; Kraatz & Zajac, 1996).  
In sum, neoinstitutional theory is a valuable framework that adds useful 
macro context to institutions, yet it is not complete in its ability to fully explain or 
understand the complex nature of institutions. Hence, neoinstitutionalism is 
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problematic in that it favours an external macro bias (Colomy, 1998; Lieberman, 
2002; Porter et al., 2000), and therefore can only form part of any analysis of 
disciplinary power, complementary to exploration of internal dynamics such as social 
capital. 
2.4.3.3 Social Capital 
The internal dynamics of social relations within organisations can be analysed using 
the concept of social capital. Social capital is very much related to the concept of 
power. For example, Lysgard (2004) views power as a network of social relations. 
There are several types of capital, namely, economic capital, social capital, cultural 
capital (Painter, 2005). Caldwell and Spinks (2008) give a similar list, namely, 
intellectual capital, financial capital, social capital and spiritual capital. Social capital 
is most applicable for looking at internal dynamics of institutions. Johannesson 
(1998) argues that Bourdieu‘s determination of social capital and social relations are 
compatible with Foucault's 'technologies'. In essence, Bourdieu views social 
strategies as a social game, one that covers activities where actors interact within a 
given spatial field (Johannesson, 1998; Painter, 2005). Such interactions are subject 
to a myriad of variations (Johannesson, 1998). An important assumption that 
Bourdieu makes is that we cannot be an outside observer in these games because we 
never know the full reasons why we engage in certain actions due to the fact that we 
are part of a historically constructed social field that incorporates many complex 
variables beyond our own experiences and perceptions (Johannesson, 1998; Painter, 
2005). Foucault also uses the metaphor of games in the social field, but in contrast to 
Bourdieu, refers to games not as social interactions but as plays on discourse in the 
sense of establishing what is truth (Painter, 2005). 
Since Bourdieu, there have been many uses of the term social capital that 
often have different meanings and connotations (Adler & Kwon, 2002; Stiglitz, 
2000). Despite these differing definitions, the concept of social capital has been 
applied to organisations through the work of James Coleman (Coleman, 1988, 1990, 
1993) and utilised more recently by Francis Fukuyama (1999) and Robert Putnam 
(theory of social capital) (Putnam, 1971, 1995; Putnam & Goss, 2002). The concept 
of social capital has also been applied to schools by Hargreaves (2001, 2003) and 
Bryk, Schneider and Kochanek (2002). Therefore, it is important to examine the 
contribution of each of these authors to the concept of social capital. 
 35 
Coleman (1988) outlined two streams of thought regarding the individual in 
society. Firstly, an actor could be seen as socialised, that is, governed by social 
norms, rules and obligations (Coleman, 1988); a position espoused by Foucault 
(1975). The problem with this view is that the actor is viewed as a subject in the 
sense of being externally driven, consequently making the notion of agency 
problematic (Coleman, 1988). The second view is that the actor is independent, that 
is, able to make decisions based on goals of self interest (Coleman, 1988). This view 
is also problematic in that it is clearly contrary to reality since we know that people 
are constrained and shaped by social networks (Coleman, 1988). In reality, an actor 
is both socialised and independent. Nevertheless, Coleman (1988) wanted to 
emphasise the importance of social networks and the associated dangers in 
neglecting them.  
Coleman (1988) described social capital as a productive entity that facilitates 
actions and is dependent on trustworthiness. In fact, the basic building blocks of 
social capital are social relations and structures that facilitate social capital; these 
being particularly potent when people are members of multiple groups (Coleman, 
1988). Metaphorically, Coleman (1988) viewed social capital as a form of debt, 
where people in doing things for others expected reciprocal favours.  
Applying the concept of social capital to organisations, Coleman (1993) 
perceived a change in organisational norms; in other words, a move toward greater 
autonomy and accountability in business organisations reflected in a transformed 
focus from administratively driven (rewards and sanctions from hierarchy) to output 
driven (rewards and sanctions from recipients). In relation to schools, Coleman 
(1993) was particularly interested in the poor performance of schools in the United 
States (US) when compared internationally. Coleman (1993) found that the lack of 
external standards in addition to informal norms that tended to suppress effort were 
important factors in the poor performance of US schools. Yet, Coleman (1993, p. 
526) did not blame the teacher or teachers in general, rather he saw that conflicting 
organisational modes created: 
…an untenable situation for teachers. They are under the constraint to meet 
output demands, yet are subject to authority that eliminates their autonomy in 
meeting these demands. 
Fukuyama (1999) agrees that the hierarchical bureaucratic structures of 
classical Taylorism are not conducive to building social capital and therefore have 
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been replaced by more distributed network structures. Furthermore, Fukuyama 
(1999) also sees the growth of liberalism as having an eroding force on social capital 
by promoting excessive individualism. In similar fashion, Putnam and Goss (1995) 
explain how modernisation has had an important impact on social capital, in 
particular its decline. Here, Putnam and Goss (1995) examine the work of Ferdinand 
Tonnies who contrasted the divide between community (Gemeinschaft) and society 
(Gesellschaft), where community denotes a higher degree of social capital. The level 
of community is also influenced by earlier contextual issues (Putnam, 1995). This 
aspect is especially pertinent to education because if teachers entered the profession 
during times of great mistrust, clearly this would impact their future willingness to 
participate. In terms of defining the concept of social capital, Fukuyama (1999, p. 2) 
is very similar to Coleman (1988) in noting the importance of social norms that lead 
to co-operation and trust, remarking that people all have a ‗radius of trust.‘ 
Putnam (1995; Putnam & Goss, 2002) has also built on and extended 
Coleman‘s (1988) notion of social capital. Putnam‘s (1995) paper describes the 
decline of social capital in the US and although his focus is broad, that is society in 
general; principles can be deduced to include small social organisations such as 
schools. Putnam‘s (1995) central point is that the performance of governments and 
social institutions (governmentality in general) is heavily influenced and depend on 
community affairs or what Coleman terms ‗social capital‘. On inspection of the 
teaching profession within individual schools it is evident that success in schools 
depends on the goodwill of teachers particularly in the area of outside classroom or 
whole school activities. Without the engagement and cooperation of teaching staff, 
both specific programs and governmentality in general suffer.  
This willingness to be involved comes under the term ‗social capital‘. Social 
capital can be described as the networks, norms and trust that engender cooperation 
in the achievement of given objectives (Putnam, 1995), or in simple terms as a 
‗network of solidarity‘ (Putnam & Goss, 2002, p. 4). Historically, the term had its 
origins as early as 1916 with Hanifan and then disappeared, only to re-emerge many 
years later with Bourdieu and then later Coleman (Putnam & Goss, 2002). As a 
general rule, the greater the social capital, that is, levels of trust; the greater the 
degree of connection and interrelationships between members of a group. Clearly 
then social capital has a number of important benefits.  
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Nevertheless, the benefits of social capital do not come automatically. In 
other words, an investment to build social capital is needed (Putnam & Goss, 2002). 
Yet such an investment may have important economic and social benefits both for 
members and the wider community (Putnam & Goss, 2002). The word may was 
chosen with specific intention as groups may have a high degree of internal trust, but 
their social capital may be external (such as a charity helping others), or internal 
(such as the Klu Klux Klan) (Fukuyama, 1999). In schools, internal social capital 
may be evident by the formation of a cohesive, yet negative faction. In order to 
elucidate the nuances and complexities of social capital, Putnam and Goss (2002) 
classify social capital along a number of axes which can be summarised as follows: 
1) Informal vs. formal – formal networks may be families, unions and so forth 
to more informal social or professional networks. 
2) Thick vs. thin – this axis looks at the frequency and closeness of contact. 
Thick capital involves close relationships whereas thin capital more involves 
acquaintances. 
3) Inward looking vs. outward looking – inward looking promotes the 
interests of members, whereas outward looking is concerned with the public 
good. In schools for example, are teachers more concerned with protecting 
their own working conditions (inward looking) or are they more concerned 
with the education of students (outward looking)? 
4) Bonding vs. bridging – bonding involves bringing together people who are 
alike, such as similar age, genders or social class whereas bridging brings 
together people who are not alike.  
Hargreaves (2001, 2003) and Bryk et al. (2002) built on the contributions of 
Coleman, Fukuyama and Putnam. Hargreaves (2001) outlines the problems with 
traditional school structures that tend to be very institutionalised and foster teacher 
isolation, therefore resulting in low levels of social capital. Nevertheless, Hargreaves 
(2003) argues that schools need to use the principles outlined by Coleman and 
Fukuyama to cultivate social capital. Specifically, Bryk et al. (2002) seeks to 
cultivate social capital through relational trust.  
Good social dynamics are essential for effective schools making relational 
trust imperative (Bryk et al., 2002). Relational trust as the name suggests is based 
around role relationships such as principal-teacher, teacher-teacher and so forth 
(Bryk et al., 2002). Each party is expected to maintain their role obligations since 
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‗…relational trust requires that the expectations held among members of a social 
network or organization be regularly validated by actions.‘ (Bryk et al., 2002, p. 23). 
As expected, power is a key issue in relational trust, with no one, including the 
principal holding an absolute power base (Bryk et al., 2002). In congruence with 
Foucault, relational trust and power are seen as interdependent, based on mutual 
obligations (Bryk et al., 2002). Bryk et al. (2009) also emphasise this mutual 
dependence that extends beyond formal power structures. Practically, relational trust 
is built in day to day exchanges that need to be built on social respect and 
maintenance of integrity (Bryk et al., 2009). Finally, as a test of relational trust is the 
willingness of participants to do extra or undertake additional responsibilities (Bryk 
et al., 2009). 
In sum, from this research we see that the key aspects of social capital are 
social networks and dense relational ties (trustworthiness or relational trust) (Adler & 
Kwon, 2002; Bryk et al, 2002, 2009). Social capital encompasses both social 
structures and social relations (Stiglitz, 2000) which are also essential elements in 
Foucault's analytic of power. In essence, social capital, for the purposes of this study, 
will be conceptualised in a two-fold manner; firstly, as the level of connection or 
interaction between staff, and secondly, as the level of trust between staff. 
In concluding this section on social capital, I have suggested how social 
capital depends on structures that foster social relations, parallel to Foucault‘s 
technologies; in addition to levels of cooperation and trust. I have also noted factors 
that have eroded levels of social capital such as bureaucratic structures and neo-
liberalism. Now we turn to issues of resistance, freedom and agency within the 
institution that not only interrelate with social capital but also with the wider 
principles of disciplinary power.  
2.4.4 Resistance, Freedom and Agency within the Institution  
Foucault (1975) posits that investigation of the technologies of disciplinary power 
should begin by identifying points of resistance. Although Foucault (1980) specified 
that there can be no power without resistance, the concept of disciplinary power has 
been criticised for failing to adequately allow for agency (Sangren, 1995). This 
section will explore the complex interrelationships between power, resistance and 
agency.  
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2.4.4.1 Resistance, Freedom and Conflict within the Institution 
Understanding processes such as power, resistance and conflict are essential in 
recognising how institutions are built and sustained (Colomy, 1998). Although 
resistance extends beyond conflict, it is most easily identifiable where there are 
issues of conflict. In addition, the more discriminating aspects of institutional 
practices and the realities within need to be closely examined (Porter et al., 2000), as 
no structure is impervious to rumblings from those within: 
...an institutions critics, even if they represent only a small minority, remain 
sociologically significant because they constitute a bastion of ideological 
dissent toward the new order and render the institution's legitimacy potentially 
problematic.  
 (Colomy, 1998, p. 285) 
Acknowledging resistance in institutions means acknowledging conflict. 
Conflict is determined by many factors, including the structure of the institution 
(Beck & Betz, 1975). Large school size is often associated with higher levels of 
conflict since large systems often have more top down decision making (Beck & 
Betz, 1975; Domanico, 1994). In addition to greater levels of conflict, larger schools 
also tend to have more considerable social stratification leading to less equity among 
students (Lee & Smith, 1993). 
Decentralisation of power within schools by giving teachers a greater level of 
autonomy leads to higher levels of satisfaction and efficacy as well as promoting 
more effective schools (Beck & Betz, 1975; Hannaway, 1993, Hopkins 2006). Given 
this finding we must ask, why are teachers not always given such autonomy? 
Hannaway (1993) responds by addressing the political environment; the more 
pressured and critical this environment, the more likely that autonomy will be 
restricted and control centralised. Regarding contrasting levels of decentralisation, 
Hannaway (1993, p. 150) notes: 
A decentralized structure typically provides numerous openings for voice at or 
near the operational level of the organization. A centralized structure provides 
fewer points of entry at higher levels in the organization. 
 
Conflict can occur in schools when teachers are only given token levels of autonomy, 
usually over less important issues (Ingersoll, 1996). Teachers, in order to gain 
satisfaction, need genuine autonomy beyond the classroom and real decision making 
power; in fact teachers‘ decision making power leads to reduced levels of staff 
conflict and greater staff cohesion (Ingersoll, 1996). Not only do teachers need 
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autonomy in instruction and pedagogy, but also in socialisation and sorting activities 
(grading and classifying student groups), as well as general behaviours and norms in 
the school (Ingersoll, 1996). More recently, Kruse and Louis (2009, p 10), found that 
to build a strong cohesive school culture, more ‗intensified‘ leadership is needed. By 
‗intensified‘ leadership Kruse and Louis (2009, p. 10) mean a greater number of 
participants involved in leadership, typically termed ‗shared leadership‘, ‗distributed 
leadership‘ or ‗servant leadership‘. While each of these terms is slightly different in 
its orientation and focus, the general thrust is a greater inclusion of others in decision 
making processes (Kruse & Louis, 2009). Hopkins (2006, p. 8) agrees that 
decentralisation aimed at increasing effectiveness and cohesion and thus reducing 
conflict must focus on addressing ‗internal conditions‘ and including all members of 
the school in a ‗multi-level perspective‘. Despite these important findings, many 
schools still follow old institutional structures that do not allow for decentralisation 
of decision making and often fail to build trust needed to establish professional 
communities.    
Notwithstanding the importance of conflict and the strategies used to build 
cohesion in schools, resistance needs to be understood in its broader theoretical terms 
in order to fully grasp its full range of possibilities. In his work, Foucault not only 
looked at how we are constituted as subjects, but also how we struggle against power 
relations that seem deterministic and rigid (Thompson, 2003). Consequently, our 
starting point is the interrelationship between power and resistance, that is, how these 
concepts are situated one with the other. The often taken for granted notion that 
resistance is in opposition to power, as a binary duality (such as oppressor and 
oppressed), is a neo-Marist perspective (Thompson, 2003). Foucault (1997a) made it 
clear that power relations by right imply the possibility of resistance and that 
ubiquitous power is only present due to ubiquitous freedom. Similarly, Thompson 
(2003) clarifies this interweaving of power and resistance; namely, resistance is 
intrinsic to power rather than in opposition to it. This is demonstrated by the fact that 
power and resistance share common features such as visibility. Not only is visibility 
an important aspect of disciplinary power, it is also a component of resistance 
(Gordon, 2002). Resistance‘s dependence on visibility lies in its ability for people to 
view acts of resistance, redirection and defiance (Gordon, 2002).  
Resistance therefore, is always a part of power and can be conceptualised as a 
form of counter power (Lysgard, 2004). Yet resistance does not necessarily threaten 
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the flow of power since power itself relies on multiple points of resistance (Burrell, 
1998). Consequently, disciplinary power when resisted can increase its veracity in 
future directed efforts (Burrell, 1998). Resistance therefore, demonstrates and 
reinforces the need for disciplinary power that provoked it (Clegg, 1998). Logically, 
this leads to the conclusion that while resistance is indeed possible, the power web 
which flows as a complex and pervasive network cannot be escaped (Gordon, 2002). 
Despite establishing the interrelationship between resistance and power, it is 
necessary to show how subjects can in practice resist power (Gordon, 2002). In more 
detail, several authors have looked at the problem of how we resist. Firstly, P. Patton 
(2005) outlined several approaches beginning with an appeal to the sovereign, or 
using our rights as a citizen, employee and so forth. Yet P. Patton (2005) found this 
approach ineffective in dealing with more sophisticated forms of power, namely, 
disciplinary power. Although P. Patton (2005) stopped short of providing specific 
mechanisms of resistance, he did nonetheless provide some useful guidelines; 
namely, resistance should be detached from sovereignty and be anti-disciplinary in 
orientation, that is, it needs to genuinely utilise concepts of autonomy and 
responsibility and not just provide an illusion. This last point is particularly pertinent 
as Foucault notes that consent can actually be created simply by shaping norms and 
mechanisms that influence behaviour (Gordon, 2002). 
Secondly, on analysing Foucault‘s work on forms of resistance, Thompson 
(2003) outlined two forms of resistance – tactical reversal and self formation. 
Tactical reversal is based on the assumption that conflict is intrinsically present in 
power relations and that resistance involves the use of force in the sense of creating 
contestation (Thompson, 2003). Nevertheless, tactical reversal has limitations due to 
the limiting and binary nature of contestations; that is, comply or refuse. This results 
in an overly simplistic view that fails to encapsulate the complexities of resistance 
(Thompson, 2003). The second form of resistance and the one favoured by Foucault 
in his later work is self formation (Thompson, 2003). Self formation involves a shift 
towards autonomy and self government, and congruent with his work on 
governmentality involves a shift from force to conduct (Thompson, 2003). 
Furthermore, self formation allows a more subtle and nuanced form of resistance that 
looks to create alternatives (Thompson, 2003). Elsewhere, Dean (1999, p. 13) also 
emphasises self formation as opposed to governmental practices as an important 
means of resistance: 
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One of the implications of acknowledging this autonomy of the ethical from 
the political, of practices of the self from practices of government, is that 
practices of the self can be not only instruments in the pursuit of political, 
social and economic goals but also means of resistance to other forms of 
government. 
Moreover, Foucault (1997a) explains that creating alternative truth games, or playing 
a truth game differently is an important way of showing that there are other possible 
options. Therefore, any studies conducted in relation to governmentality should 
highlight points of resistance demonstrating alternative truth games and rationalities 
in addition to counter discourses (Petersen, 2003). Unfortunately, as Petersen (2003, 
p. 198) testifies many studies fail to do this and as a result understate or even ignore 
the ‗messiness of human practices.‘ 
In noting the importance of self formation as a key form of resistance, it is 
necessary to outline its specific processes, namely the notion of agency. In recent 
years, work has been done to extend and develop this notion of agency in 
poststructuralist terms by Davies (2000; Davies et al., 2006; Davies, Flemmen, 
Gannon, Laws, & Watson, 2006). Consequently in order to better understand the 
nature of resistance and freedom, we must understand the concept of agency. 
2.4.4.2 The Concept of Agency 
In exploring the notion of agency, Davies (2000) contrasts humanist and 
poststructuralist conceptions of the self, and thereby agency. On examining the 
humanist theory of self, Davies (2000) argues that equating agency with freedom, 
autonomy and rationality has potential problems. Humanist theory states that we 
have a consistent, coherent identity that is based on a process of socialisation, 
rational control and responsibility (Davies, 2000). Yet, Davies (2000) purports that 
not only does humanist theory create a clear binary division between self and society; 
it also fails to account for the complex nature of rationality. The antithesis of 
rationality is not necessarily irrationality or madness; rather, rationality can be 
subverted by desires that add a complex nuance to the notion of agency (Davies, 
2000). To better represent these nuances, Davies (2000) supports a poststructuralist 
notion of self and agency.  
In contrast to a unified self in humanistic theory, poststructuralism supports a 
multiple, fragmented view of agency: 
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Agency is… fragmented, transitory, a discursive position that can be 
occupied with one discourse simultaneously with its nonoccupation in 
another. 
(Davies, 2000, p. 68) 
This view that a person can occupy multiple discourses at the same time is consistent 
with Foucault‘s position and embodies the notion of the subject and subjectivity 
(Davies, 2000; Davies et al., 2006). Like Foucault, subjectivity has a duality of 
meaning in the sense of active subjectivity and being subjected to (Davies, 2000; 
Davies et al., 2006). In other words, subjects are constituted by others and by the self 
(Davies, 2000; Davies et al., 2006; Foucault, 1982b). Yet, these two notions do not 
form separate dual notions, rather they exist as a ‗paradoxical simultaneity of 
submission and mastery‘ (Davies et al., 2006, p. 17). In providing a framework for a 
poststructuralist notion of agency, Davies (2000) makes a number of key assertions 
that can be summarised as follows: 
1) Multiple discourses - Agency is based on the notion of subjectivity which is 
constructed through multiple discourses and is therefore inherently 
contradictory. 
2) Desires beyond rationality - Choices that subjects make as agents are not 
always based on rationality but can be subverted through desires. 
3) Individual and collective identity - Individual verses collective is not 
conceptualised as a binary dualism, rather both the individual and the 
collective are constituted through multiple collective discourses. 
4) Fragmented agency - The subject and the notion of agency is characterised 
by fragmentation, contradiction and discontinuity rather than a continuity of 
identity from rational choices and social values. 
5) Agency and fictions - Agency uses stories as a means to interpret events, yet 
they are fictions that help us understand lived experience.  
To illustrate this contradictory notion of subjectivity, Davies et al. (2006) gives 
an example of a girl who desired to excel in scripture, always paid attention and had 
a very good understanding of moral issues. Yet when it came time for the exam, the 
girl was shocked to find that the exam was simply about facts and therefore to avoid 
embarrassment, the girl gave herself a nose bleed (Davies et al., 2006). Thus, the girl 
wanted to be subject to the curriculum of scripture, yet had to demonstrate a form of 
resistance; in other words as Davies et al. (2006, p. 33) states: 
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Subordination is thus the precondition for resistance and opposition. We 
submit in order to become masters of autonomy… 
In similar fashion, Thompson (2003) notes that heteronomy (acting on external 
forces and obligations) and autonomy (acting on internal drives and desires) are very 
much intertwined. As another example, Thompson (2003) notes that when a person 
wants to become a disciple (an act of autonomy) they must subject themselves 
(heteronomy) to others as well as a set of rules and obligations. Furthermore, these 
forms of dependency are historically significant in the development of the human 
sciences where we see the evolution from the master (in the monastic tradition) to 
that of the expert (in the scientific tradition) (Thompson, 2003). 
To explore this complex notion of subjectification and complex interweaving 
of heteronomy and autonomy, Davies et al. (2006) recommend searching out and 
locating meanings and regimes of truth through which we become and continue to 
evolve as subjects. In addition, it is also important to distinguish between being 
constituted and being determined. Being constituted as a subject does not undermine 
the notion of agency as does being determined (Davies, 2000). Nevertheless, 
McKinlay and Taylor (1998, p. 174) suggest that this determinism is present in 
Foucault‘s work on disciplinary power: 
There is a real danger that Bentham's image of the Panopticon used by 
Foucault in Discipline and Punish becomes not just a metaphor for the 
institutionalized pursuit of social control but an authoritarian dystopia latent 
in every social setting. We shall suggest that this gloomy determinism is 
present in Foucault's work, and one which he made only belated and limited 
attempts to correct. 
Despite this determinism, both Foucault in his later work on governmentality and 
others such as Davies (2000) have made attempts at correcting this determinism. In 
particular the emphasis on agency rather than freedom is valuable in that agency is a 
better term in reference to effecting change within relations of power (Petersen, 
2003).  
2.4.4.3 Agency, trust and teacher professionalism 
Having overviewed the concepts of social capital (in terms of relational trust) and 
agency, it is important to focus on the relationship between agency, trust and teacher 
professionalism. This means looking at the notion of teacher professionalism and 
how that fits within an organisations system of disciplinary power.  
 45 
 Evetts (2009) explains that professionalism can be conceptualised in many 
ways. Nevertheless, there has been an increasing focus on professionalism as a 
discourse (Evetts, 2009). Viewing professionalism as a discourse lines up well with 
this study which focussed on, among other things, the discursive notion of 
professionalism within the given institutional context. Although professionalism and 
its associated discourse are formed at a broader level beyond the institution (teaching 
as a profession), individual professionals (teachers) must operate within institutional 
settings that are subject to constraints such as forms of disciplinary power.   
 Although disciplinary power is not necessarily anti-professional, it does at the 
very least have important effects on the way professionals are governed within the 
institution. Therefore, I will focus on the most important characteristics of 
professionalism within the institution itself. Clarke and Newman (2009) state that 
autonomy is not only a key dimension of professionalism but is also one that is often 
under attack. As teachers are given more extensive directives, these can encroach on 
their autonomy. Here is where the complex notion of agency comes in. 
 As we saw in the previous section, agency is a complex concept where 
subjects or individuals can occupy multiple positions simultaneously. On the one 
hand teachers are free agents as well as autonomous self-governing professionals. On 
the other hand, they are also subject to a myriad of directives, discourses and 
constraints. In government schools, these discourses and directives come from above, 
in private schools there is also the influence of the free market. In particular, private 
schools have become quasi-markets which have impacted on professionalism given 
that the school must meet parental expectations (Lingard, 2009). Clarke and Newman 
(2009) argue that schools, as organisations, must balance their need for 
organisational success with levels of professional autonomy. Naturally, this has the 
potential to impact social capital.  
 Byrk et al. (2002, p. 19) point out that since schooling is a ‗social enterprise‘, 
relational trust is essential for building organisational effectiveness. There is perhaps 
a greater chance of relational trust being undermined in some private schools due to 
more decisions being under direct institutional control. Evetts (2009) makes it clear 
that trust and professionalism are very much interrelated and by extension 
undermining trust, undermines professionalism. Gerwirtz, Mahony, Hextall, & Cribb 
(2009) agree that trust is not only important within the institution but must extend 
beyond to the broader community in the sense that teachers can be trusted to properly 
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educate the children under their care. At the same time, this trust cannot be separated 
from teacher autonomy (Gerwirtz et al., 2009). In other words, this trust is not just 
between teachers and parents but is in fact much broader to encapsulate society as a 
whole, as well as intra-institutional relations (Gerwirtz et al., 2009).   
 Before concluding this section, one final aspect of professionalism needs to 
be mentioned, that of the professional community. Professional communities which 
promote a collaborative culture within schools are paramount to school effectiveness 
(Hargreaves, 2001; Kruse & Louis, 2009; Mulford, 2007). Importantly, such 
collaborative cultures that aim to bring teachers together are in many respects the 
very antithesis of disciplinary power which aims to individualise teachers. Now this 
is not necessarily the case. It is possible to bring teachers together in ‗collaborative 
cultures‘ while at the same time individualising their performance. However, such 
measures would clearly undermine relational trust. On inspection of the notion of a 
professional community as outlined by Kruse and Louis (2009) we find that these are 
based on trust (high levels of social capital) and shared leadership. In essence, the 
properly implemented professional community is to a large degree anti-disciplinary 
in the sense of top down networks of surveillance. Naturally, more complex 
mechanisms of disciplinary power could and would most likely still be present.  
2.4.5 Conclusions: Disciplinary Power 
In conclusion, disciplinary power is a very pervasive power with a normalising 
function; it targets the individual in order to make them productive. Concepts relating 
to disciplinary power that aim to have a normalising function, namely, 
neoinstitutionalism and social capital, were also outlined as were the important 
aspects of agency and resistance. Later works by Foucault extended the concept of 
disciplinary power to bio-power. 
2.5 BIO-POWER 
Bio-power does not supersede or replace disciplinary power; rather it infiltrates, 
modifies and extends it (Burrell, 1998; Foucault, 2003; Perron et al., 2005). In fact, 
the political anatomy of disciplinary power in conjunction with bio-power has been 
the basis for the growth of schools and other institutions (Burrell, 1998). Foucault 
(2003) suggests that historically, disciplinary power focused on the body and 
developed in the 17
th
 and 18
th
 centuries, whereas bio-power emerged in the second 
half of the 18
th
 century and focused on the population. Both these forms of power 
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grew out of the industrial age and associated demographic transformations in which 
sovereign power by itself would be insufficient for managing the population, hence 
the emergence of disciplinary and bio-power (Foucault, 2003).  
Both disciplinary and bio-power are superimposed on each other, yet each 
has a distinct area of focus (Foucault, 2003). Disciplinary power can be 
conceptualised along the anatomo-political axis and views man as body (and soul), 
hence individualising and managing individuals through norms of discipline (Curtis, 
2002; Foucault, 2003; Perron et al., 2005; Sinnerbrink, 2005). Bio-power is bio-
political and views mankind as a species, hence targeting and managing the entire 
population through norms of regulation (Curtis, 2002; Foucault, 2003; Perron et al., 
2005; Sinnerbrink, 2005). 
Bio-power sees human life and the population in general as an important 
resource that needs to be managed and optimised (Sinnerbrink, 2005). This is 
achieved through the mechanisms of bio-power (Foucault, 2003) and includes 
organisation of knowledge‘s, social practices and norms (Perron et al., 2005; 
Sinnerbrink, 2005). Foucault (1978, p. 143) explains bio-power as follows: 
…to speak of bio-power to designate what brought life and its mechanisms 
into the realm of explicit calculations and made knowledge-power an agent of 
transformation of human life. 
Knowledge is collected and organised using statistics (mathesis) and classification 
systems (taxonomia) (Sinnerbrink, 2005). Although older forms of power such as 
sovereign power have been displaced, they still fit within what Foucault terms the 
dispositifs of bio-power (Milchman & Rosenberg, 2005). Dispositifs are a matrix of 
discourses and institutions, regulatory decisions and agencies, scientific statements 
and philosophical propositions, discursive and non-discursive elements (Milchman & 
Rosenberg, 2005). These dispositifs and mechanisms of bio-power use the power of 
regularisation and are both continuous and scientific, utilising a complex system of 
coordination and centralisation (Foucault, 2003). Nevertheless, bio-power is also 
incomplete as a form of analysis and Foucault later extended bio-power into the 
wider problematic of governmentality which included technologies of the self 
(Sinnerbrink, 2005). 
2.6 TECHNOLOGIES OF THE SELF 
This section examines the second main component of governmentality, technologies 
of the self. In contrast to more classical philosophy that looks at questions like ‗what 
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is self?‘, Foucault looks at the problem of how the self is constituted (Marshall, 
2001). In taking this approach, Foucault sees the self as a conceptual form rather than 
an object or substance (Marshall, 2001). Furthermore, these conceptual forms vary in 
different times and contexts (e.g. a man can be husband, father, worker, etc.) and are 
the result of complex interrelationships between intellect, character and action 
(Marshall, 2001). 
Perhaps one of the most important aspects of technologies of the self is to 
recognise that it is a form of subjectification, that is, self subjectification; which in 
reality is a form of self government where subjects interact with imposed or 
recommended practices aimed at normalising behaviour (Petersen, 2003). In other 
words, technologies of the self are designed to achieve voluntary self control with 
minimal force or domination (Petersen, 2003; M. Simons & Masschelein, 2006). 
Larochelle (2007) has reported that in schools there has been a trend to more greatly 
emphasise self government through technologies of the self. This process of self-
subjectification termed technologies of the self is defined by Foucault (2007b, p. 154) 
as: 
…techniques which permit individuals to effect, by their own means, a certain  
number of operations on their own bodies, on their own souls, on their own 
thoughts, on their own conduct, and this in a manner so as to transform 
themselves… 
Thus Foucault (1997e), in looking at technologies of the self, focuses on schemes in 
a twofold manner. Firstly, there is the problem of how our experiences of ourselves 
and our knowledge‘s of ourselves are organised according to certain schemas 
(Foucault, 1997e). Secondly, it is imperative to look at how these schemes came 
about, how they were recommended, encouraged or imposed (Foucault, 1997e). 
Regarding these schemes, Foucault (1997e) clarifies that although these schemes 
may be imposed by law or religious obligations; technologies of the self are a choice 
made by each individual about existence and what to subject themselves to. Hence, 
technologies of the self demonstrate a complexity in that they are both independent, 
and intertwined with schemes such as truth games and techniques of government 
(Dean, 1994). In practice, this means that individuals are exposed to norms of 
participation that include discourses of regimes of truth, various techniques and 
instruments such as the psychometric sciences (Masschelein & Quaghebeur, 2005). 
Subjects under these influences and also in some cases restricted freedoms, must 
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make choices regarding their subjectivity, and here we have the overlap and 
intertwinement of technologies of disciplinary power and technologies of the self 
(Masschelein & Quaghebeur, 2005). 
Foucault focused on two major influences on the western concept of the self; 
the critical concept of the self based on Socrates including the wider Greek concept 
of care of the self, and the Christian ethic of self examination and purity (Thompson, 
2003). In ancient Greece, focus was on care of the self, with individuals under the 
obligation to continually reinvent and improve themselves (Petersen, 2003). Socrates 
advocated a reflective lifestyle and the examination of one‘s own life (Milchman & 
Rosenberg, 2005). Foucault also saw the important influence of Christianity on 
technologies of the self and in particular the shift from care of the self to knowing the 
self (Marshall, 2001). Care of the self, although stemming from Socrates, in early 
Christianity related to care of the soul (Foucault, 1997f). Of particular importance to 
Foucault (1997f) were the writings of Gregory of Nyssa who used the concept of 
epimeia heautou which means to ‗attend to yourself‘ though exploration of the soul. 
Further to this, Foucault (1997f) also acknowledged that caring for the self required 
the help of others and hence the importance of social relations as well as the interplay 
of technologies of subjectification by others and subjectification of the self. Given 
these complexities, it is now time to break down how we govern the self. 
Governing the self can be broken down into four aspects which have been 
summarised by Dean (1994, 1999): 
1) Ontology – WHAT we seek to act upon (i.e. the governed or ethical 
substance). For example, the flesh is subjected in Christianity, the soul is 
rehabilitated in modern penology, and teacher‘s expertise is developed in 
education. 
2) Ascetics – HOW we govern this substance (i.e. the governing or ethical 
work). For example, the flesh is subjected in Christianity through spiritual 
exercises and disciplines; the worker who is made productive through 
methods of surveillance, management and normalisation. 
3) Deontology – WHO we are when we are governed (i.e. our mode of 
subjectification). For example, in Christianity one is prone to the weakness of 
the flesh; an active jobseeker makes themselves subject to a social program in 
order to find a job.  
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4) Teleology – WHY we are governed (i.e. the end or goals sought, what we 
hope to become). For example, in classical Greece the telos was a noble life, 
in Christianity the telos is salvation of the soul.  
In essence, technologies of the self contain an ethical dimension as well as 
embodying the concept of identity. 
2.6.1 Ethics and Technologies of the Self 
Technologies of the self include how we live and regulate our own behaviour 
(Foucault, 1997e). It follows therefore that ethical practices problematise the 
formation of self (Dean, 1994). In other words, ethics is about how we practice our 
freedom (Marshall, 2001), or as Foucault (1997a, p. 284) puts it, ‗Freedom is the 
ontological condition of ethics.‘ For Foucault, ethics focuses on the moral 
constitution of the self (J. Simons, 1995).  
Historically, Greek ethics focussed on the moral conduct of the here and now, 
whereas Christian ethics was concerned with preparing the soul for salvation 
(Foucault, 1997c). Moreover, there are not only different focuses of ethics, there are 
also different types of self-examination of which Foucault (1997c) outlined three 
major types: 
1) Cartesian – Self-examination with respect to thoughts in correspondence 
to reality. 
2) Senecan - Self-examination with respect to the way our thoughts relate to 
rules. 
3) Christian hermeneutics of the self – Examination of self in regard to 
inner purity. 
We can see that the Senecan and Christian types have an ethical, albeit different 
focus on self-examination and care of the self. Nevertheless, these two types of self-
examination are also important in demonstrating the link between ethics and truth 
games. Care of the self relies not only on knowledge of oneself (self-examination) 
but also on knowledge of rules (truth games) of acceptable conduct (Foucault, 
1997c). Therefore to ethically take care of the self, one must equip oneself with these 
truths, hence the link between technologies of the self, ethics and truth games 
(Foucault, 1997c). 
In relation to dividing technologies of the self into four components, namely, 
ontology, ascetics, deontology and teleology; Blacker (1998) matches these to 
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Foucault‘s ethics which are, after all, an important dimension of technologies of the 
self. Ontology relates to ethical substance (one‘s self understanding and awareness), 
ascetics relates to the ethical work (such as honesty, competence etc.), deontology 
relates to one‘s mode of subjectification (bringing words and actions in congruence 
with sphere of influence), and teleology relating to self overcoming (transforming 
self towards one‘s goal). 
2.6.2 Identity and Technologies of the Self 
The second important dimension of technologies of the self that needs examining is 
that of identity. Identity in particular is very much related to regimes of truth since 
formation of the self involves formation of 'regimes of truth' which are culturally 
constructed, yet pose as universal truths (Michael & Still, 1992). Therefore, power is 
gained and retained by holding these self evident truths.  
Clegg (1998) suggests that identities are never stable because they are 
relational rather than absolute and fixed. Often identities are compared to an ideal 
and individuals often face a degree of insecurity and uncertainty seeking 
confirmation of the self (Townley, 1998). Consequently, technologies of the self 
involve looking at the socio-cultural and political context, meaning that identity, self 
management and transformation are ‗constructed in a matrix of social and discursive 
practices.‘ (McKinlay & Starkey, 1998a, p. 232). 
Once again, an important starting point for this social and discursive matrix is 
the historical context. In like manner to ethics, Foucault also contrasts two forms of 
self identity, which are in fact two forms of ascetism (Milchman & Rosenberg, 
2005). Firstly, the Greek form of identity advocating finding the self and developing 
skills and traits to live and thrive in this world; secondly, the Christian form of 
identity contrastingly advocates renunciation of the self and separation from the 
world (Milchman & Rosenberg, 2005). The Christian form of identity has important 
relations to truth games as Foucault (1997f) cites the phrase from Augustine, Quis 
facit veritatum – to make truth in oneself, to gain access to the light. Furthermore, 
historically, Christian identity was also entwined with resistance, especially during 
the renaissance where religious groups resisted the pastoral power of the 
ecclesiastical institution in order to take care of their own salvation and also reaffirm 
their autonomy and identity (Foucault, 1997c). 
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In addition to Foucault‘s two main forms of identity from Greek and 
Christian traditions, Marshall (2001) also outlines how several key thinkers have 
shaped identity and views of the self. Firstly, Descartes with his mind body dualism 
saw identity as dependant on being a thinking subject (Marshall, 2001). Secondly, 
Locke treats identity as depending on consciousness of an individuated subject 
(Marshall, 2001). Thirdly, Hume saw that identity could never arise from reason 
alone, but through imagination and hence identity is in reality a series of ideas or 
impressions (Marshall, 2001). Finally, Rousseau saw the subject as autonomous and 
like Hume also put limits on reason. Rousseau also saw emotions as the basis for 
ones individuality and hence identity (Marshall, 2001). What is important in looking 
at the historical influence on identity is that these have all to greater or lesser degrees 
affected technologies of the self and thus in congruence with postmodernism created 
alternative reference points and multiple perspectives from which to examine how 
the self is formed.  
In understanding the historical antecedents of self government in relation to 
identity it is important to keep in mind that these concepts of identity are very much 
related to social and discursive practices. When considering the modern worker 
within an organisation, Townley (1998) notes that workers are presented with an 
image of themselves which becomes their identity, the basis of their knowledge of 
self which forms the foundation for transforming behaviour. Based on Foucault‘s 
work on technologies of the self, Townley (1998) outlines two principal practices of 
the self, the examination and the confession. Related very much to the teaching 
profession, Townley (1998, p. 201) states that competencies are an important method 
of examination and component of individual identity because of the wide range of 
facets they cover, which are not always explicit: 
In addition to the body of knowledge, competencies are composed of motives, 
traits, self image, social role, skills and behaviour, which may or may not be 
known to the individual. 
Confession is very much related to one‘s identity and encourages the worker to 
examine oneself in the light as Augustine proposed. Nevertheless for the worker, 
confession is not exclusively a moral domain, it also encourages the worker to 
examine their own performance in relation to standards, acknowledging and 
transforming areas in which they have fallen short (Townley, 1998). For the teaching 
profession this could involve the comparison with professional standards to see if 
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any professional identity is as it ‗should‘ be. Nonetheless, such techniques as self 
examination and confession constructed in a knowledge/power nexus create a degree 
of vulnerability: 
These technologies present an individual with a way of seeing themselves 
measured against a transitory ideal. Individuals face uncertainty and 
insecurity in the requirement to meet successful performance, instigating a 
search for constant reaffirmation of identity, to secure the acknowledgment, 
recognition and confirmation of self in practices confirmed by others as 
desirable. 
(Townley, 1998, p. 203) 
 
Once again we also see the governmental interrelationship of disciplinary power and 
bio-power which integrate these ideals of the self and the technologies of the self.  
2.6.3 Conclusions - Technologies of the Self 
While disciplinary power examined how we are governed by others, technologies of 
the self focus on how we govern ourselves. Importantly, this included both identity 
and ethical dimensions. Foucault indicates that historically, many of these 
technologies are based on practices from ancient Greece and early Christianity. It is 
now time to put these two technologies (disciplinary power and technologies of the 
self) together to frame the overall concept of governmentality. 
2.7 GOVERNMENTALITY 
Foucault (2000f, p. 341) defines governmentality as the ‗conduct of conducts.‘ Dean 
(1999), who is one of the leading exponents of Foucault‘s concept of 
governmentality, expands this definition to specify conduct in the sense of how we 
lead, direct and guide both others and the self. In essence, governmentality has a 
steering function (Painter, 2005). In fact, Foucault (2000a) uses a ship metaphor; 
governing a ship means setting direction, leading people, managing resources and 
dealing with challenges. Consequently, the aim of governmentality is to direct human 
conduct and shape our norms and behaviour to achieve a particular goal (Dean, 
1999). Such an aim rests on a fundamental assumption about human behaviour: that 
our conduct can be regulated and shaped (Dean, 1999). In point of fact, Foucault 
(1997a) uses the term 'governmentality' very broadly to cover all practices and 
strategies that people use in dealing with each other. Governmentality addresses the 
need to manage populations and this occurs within the teaching profession 
(Popkewitz & Brennan, 1998). This goal is achieved through a combination of 
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disciplinary power (governing others) and engendering the population to manage 
themselves (governing self). 
In order to conceptualise this link, Foucault uses a three-fold concept-triangle 
of power, truth and the self (Dean, 1994). These form the three general dimensions of 
government; that is, what techniques or tactics are used to achieve governmental 
goals (power or techne), what forms of knowledge are used about who and what is to 
be governed (truth or episteme), how are identities established for the governed and 
governors (self or ethos) (Dean, 1999). Foucault (2000d, p. 230) outlined his focus in 
studying governmentality as: ‗My problem is to see how men govern (themselves 
and others) by the production of truth.‘ As a historian, Foucault was interested in 
how governmentality practices have come to be thought of as acceptable or the norm 
(Gruenewald, 2005). Essentially, governmentality does not focus on what or why but 
rather how things are done, and so can be thought of as ‗an assemblage of discourses 
and governmental techniques and strategies‘ (M. Simons & Masschelein, 2006, p. 
424). 
2.7.1 Governmentality and Problematisations 
Foucault‘s history of thought looks at where sets of practices, particularly with 
institutions, have become a problem; where relations of truth are marked by a crisis 
(Milchman & Rosenberg, 2005). Foucault terms these problematisations, which is a 
form of critique that looks at particular problems such as madness, crime, teaching 
and so forth (Milchman & Rosenberg, 2005; P. Patton, 2005). This means identifying 
situations where aspects of governing are called into question within the institution 
and looking at both the conduct of government and the government of conduct 
(Dean, 1999). Further, Dean (1999, p. 28) specifies the basis for problematisations as 
follows: 
Problematizations are made on the basis of particular regimes of practices of 
government, with particular techniques, language, grids of analysis and 
evaluation, forms of knowledge and expertise. 
Problematisations begin with questions of how: how professions conduct themselves 
and govern their members (Dean, 1999). 
Governmentality is a pluralistic, multifaceted and complex concept of which 
problematisations are a fundamental aspect (Lippert, 2004). In coming to grips with 
its complexity it is imperative to look at Foucault‘s earlier work on disciplinary 
power in addition to his later work on technologies of the self and governmentality 
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(Besley, 2005). Foucault‘s work evolved from disciplinary power in totalising terms 
to his later work on governmentality that looked at knowledge/power relations in 
governing the population that better accounted for the notion of agency in subjects 
(Milchman & Rosenberg, 2005). Foucault traced the genealogy of government from 
sovereignty to disciplinary to governmentality (Curtis, 2002; Dean, 1999); these 
three representing what Foucault (2000a) refers to as a triangle of government. 
Despite this evolution, these older forms of power, namely sovereign power and 
disciplinary power cannot be dismissed and have not been completely replaced by 
the concept of governmentality (Curtis, 2002; Foucault, 2000a; Lippert, 2004). 
In essence, a more expansive definition of governmentality is given by Besley (2005, 
p. 313): 
For Foucault governmentality means the complex of calculations, programs, 
policies, strategies, reflections and tactics that shape the conduct of 
individuals, 'the conduct of conduct' for acting upon the actions of others in 
order to achieve certain ends. 
In order to further illuminate this concept one must look at the analytics of 
governmentality.  
2.7.2 Analytics of Governmentality 
Significantly, Foucault does not propose some sort of general theory of 
governmentality, rather he gives a methodological approach for analysing 
governmentality; that is, an analytic of governmentality (Dean, 1994; Painter, 2005; 
Petersen, 2003). The analytics of government is a form of criticism; it is to clarify 
and make explicit the conditions under which we think and act, to illuminate forms 
of rationality (Dean, 1999). 
As a starting point, instead of some sort of theoretical approach, Foucault 
proposes we look at how things are done in the form of questions on how conduct is 
directed (Besley, 2005; Dean, 1999). Questions such as, How do we govern? How 
are we governed?, need to be asked (Dean, 1999). Specifically, one needs to ask how 
in reference to analytics of the following: coordination of departments, forms of 
training and development, levels of expertise expected, means of data storage and 
collection about populations, design and layout of buildings and work spaces, use of 
tests and statistical gathering and so forth (Dean, 1999). This means that in the 
institution of the school, one is not simply looking at how authority operates, rather a 
broad and heterogeneous approach needs to be taken. As a consequence, a vital 
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caveat in studying governmentality is that it is not an analysis of how people in 
authority rule (Dean, 1999). In other words, this study is not about school leadership, 
rather it is a study of organised practices embedded in a complex matrix that cannot 
be reduced to a single actor such as the school principal (Dean, 1999). 
In developing an analytic of governmentality, it is useful to look at four major 
themes that Lewis (2004) found when inspecting governmentality literature. First, is 
Foucault‘s concern with subjectification, or how subjects are constituted (Lewis, 
2004). This relates to the complex interplay between technologies of disciplinary 
power and technologies of the self that will result in various forms of 
governmentality. The second major theme in the governmentality literature is the 
focus on the interplay between discursive practices (knowledges and regimes of 
truth) and social practices (Lewis, 2004). Governmentality combines practices of 
government with knowledge of objects into regimes of practice (Painter, 2005).  
Regimes of practice are a fundamental component in the analytic of 
governmentality. Simply put, regimes of practices are institutionalised practises or 
the day to day practices of an organisation (Dean, 1999). They also include the 
different ways that these institutional practices can be conceptualised and made into 
objects of knowledge (Dean, 1999). Making objects of knowledge is essential since 
knowledge is the very foundation on which governmentality rests (Painter, 2005). 
Regimes of practice not only give rise to forms of knowledge but are also shaped by 
and transformed by such forms of knowledge, thus having a circular relation to it 
(Dean, 1999; Olssen, 2006).  Forms of knowledge not only define objects of 
practices, (for example, teachers are the object of forms of knowledge of teaching 
practice); they also define ways of dealing with objects (such as teachers), setting 
goals and outlining professional boundaries (Dean, 1999). 
Extracting the purpose or goal of practices is an important part of the analytic 
of governmentality. Governmentality, according to Dean (1999), is irreducibly 
utopian; that is, holding a belief that there is a perfect match between intention and 
outcomes, that we can reshape human subjects and apply forms of knowledge to 
achieve a given end. In reality of course, governmental practices do not lead to 
utopia despite their intention, because, for example attempts to liberate or help one 
group may in turn oppress or disadvantage another group (Dean, 1999). Nonetheless, 
extracting this utopian element, this telos of governmentality, is an essential step in 
making intelligible the regimes of practices within an institution (Dean, 1999). 
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The analytics of governmentality, therefore, examines the conditions under 
which regimes of practice arise, are sustained and transformed (Dean, 1999). What 
appears as self evident is challenged and the techniques, instruments and 
mechanisms by which practices operate and reach toward their goals are exposed 
(Dean, 1999; Lemke, 2002). In essence, such practices are not viewed as arising from 
hierarchical direction but instead are viewed in an autonomous way: 
…an analytics of government grants to these regimes of practices a reality, a 
density and a logic of their own and hopes to avoid any premature reduction 
of them to an order or level of existence that is more fundamental or real… 
(Dean, 1999, p.22) 
The third theme in the governmentality literature is the focus on the how of 
government, how we govern others using political economy and how the self is 
constituted (Lewis, 2004). Specifically, the key issue is how to analyse regimes of 
practices. Dean (1999) outlines four dimensions based on Deleuze on which to 
analyse regimes of practices. These are summarised below: 
 Examination of fields of visibility - Examining forms of visibility and 
surveillance such as buildings (do they incorporate panoptic principles?), 
flow charts of procedures, methods of surveillance and accountability, ways 
people can escape visibility (Dean, 1999). 
 Technical aspect of government or techne - How authority is constituted, 
that is, the means, techniques, discourses, instruments and tactics (Dean, 
1999). 
 Rational aspect of government or episteme - Not only does this dimension 
look at forms of knowledge, thought and truth involved in the practices of 
governing but also how practices give rise to forms of knowledge and truth 
(Dean, 1999). 
 Formation of identities - Both individual and collective identities are 
important here as are how practices seek to transform and create identity 
(Dean, 1999). 
These four dimensions reflect an important approach for analysing the question of 
how regimes of practices interrelate with governmentality. 
Finally, the fourth major theme of governmentality literature is the fact that 
the state is not seen as the central body of power, rather it extends the functions of 
normalisation of both its institutions and its population in general (Lewis, 2004; 
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Painter, 2005). In essence, population is the object of governmentality (Curtis, 2002). 
Having the concept of population as a focal point decentres the state since the state 
itself is dependent on relations among its population (Curtis, 2002). To better 
conceptualise the relationship between population and its government whether at the 
institutional or a broader level, Foucault traced two important historical forms of 
governance to which we now turn. 
2.7.3 Genealogy of Governmental Rationalities – ‘City-
Citizen’ vs. ‘Shepherd-Flock’ 
Foucault traced two important trajectories that gave rise to the notion of 
governmentality and its political rationalities, the ‗city-citizen game‘ of the Greeks 
and the Christian ‗shepherd-flock game‘ (Dean, 1999; Foucault, 1997e). These two 
metaphors will be used as a part of the analysis of governmentality for the specific 
research case study conducted, hence their importance. Before looking at the way 
these two games relate to each other, each game will be outlined in terms of its 
essential characteristics.  
First is the ‗city-citizen game‘, where the title implies the collective 
government (city) of the individual (citizen). In contrast to the ‗shepherd-flock 
game‘, the ‗city-citizen game‘ is explored in much less detail in Foucault‘s work 
(Dean, 1999). Foucault (2007a) notes that in relation to the Greek gods, the city is 
very important. Greek gods founded cities, were territorial over these and issued 
oracles to citizens of the city. Yet there is a distance present, an impersonality which 
is an important part of the ‗city-citizen game‘. Despite the idea of a common destiny 
(if the magistrates fail the city fails and vice versa) (Foucault, 2007a), there were still 
important class distinctions (nobles and common citizens) in the city (Dean, 1999). 
Dean (1999) notes that in the Greek city, euergetism is present, that is, the fact that 
ruling nobles stand as benefactors of the city. Although ruling nobles often perform 
acts of benevolence, this is merely done as a social exchange in order to gain social 
superiority (Dean, 1999). Hence eurgetism is an aristocratic habitus and includes 
forms of conduct, modes of address, relations to self and others, and intellectual and 
moral dispositions all aimed at improving one‘s social status (Dean, 1999). 
Consequently, the governing of the city while displaying many acts of beneficence 
was simply a means of promoting the ruling class.  
In addition to the nobles of the city, there is also the governing of its citizens. 
However, not all members of the city were citizens, there were many forms of 
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systematic exclusion, such as slaves and women (Dean, 1999). Nonetheless, citizens 
were essentially free and did not allow themselves to be directed easily (Foucault, 
2007a). Essentially, citizens were governed by two forces, the law of the city to 
which each was subject and persuasion from the rhetoric of men (Foucault, 2007a). 
Second, in contrast to the ‗city-citizen game‘, Foucault outlines in much 
greater detail the ‗shepherd-flock game‘ which includes the important concept of 
pastoral power. In contrast to the impersonality of the Greek gods, the Hebrew-
Christian God is personal, intimate and guides his people like a shepherd (Foucault, 
2007a). Modelled by church leaders pastoral power is characterised by its desire to 
do good, with an objective of salvation (Foucault, 2007a). Yet salvation is more than 
the soul - it is the total welfare of the sheep (population), ensuring they are fed 
(material needs), stay on course (directed in the truth) and so forth (Foucault, 2007a). 
Although this relationship of the shepherd (individual) to the flock (collective) seems 
to be one to many, it nonetheless is an individualising power (Foucault, 2007a). This 
relationship where the shepherd must direct the flock as a whole, yet allow none of 
its individuals to escape, Foucault (2007a, p. 128) terms omnes et singulatim. In 
other words, pastoral power is a totalising and individualising technique (M. Simons, 
2002); summarised by (Foucault, 2007a, p. 129) as follows: 
…pastoral power is the idea of a power exercised on a multiplicity…It is a 
power that guides toward an end…it is a power directed at all and each in 
their paradoxical equivalence… 
Coupled with the important concept of beneficence of pastoral power is the principal 
of sacrificial reversal in which the shepherd must be prepared to sacrifice himself to 
save his sheep, even just one if necessary (Foucault, 2007a; Lippert, 2004).  
Furthermore, the role of the pastor in terms of governing is composed of, but not 
limited to, three basic elements: guiding to salvation, prescribing the law and 
teaching the truth (Foucault, 2007a). In teaching the truth, the pastor must do this 
both in word and by example (Foucault, 2007a). 
In terms of being governed, there are two main aspects to the ‗shepherd-flock 
game‘. Firstly, there is the insistence on pure obedience, obedience to the law and 
will of God (Foucault, 2007a). Yet the pastor is more like a doctor than a judge, 
treating individual problems, helping each sheep (individual) on their path to 
salvation (Foucault, 2007a). Secondly, there is the use of self government or 
technologies of the self in governing (Dean, 1994; Foucault, 2007a). By getting 
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sheep (individuals) to accept certain truths, techniques of self government can be 
established such as self renunciation and self examination (Dean, 1994; Foucault, 
2007a). This is evident in institutionalised life where a monk voluntarily submits to a 
master highlighting the interrelationship between being governing and governing self 
(Foucault, 2007a). In contrast to the ‗city-citizen game‘ in which certain members of 
the city are marginalised and excluded while nobles build their social status; the 
‗shepherd-flock game‘ aims to embrace all, rich and poor, reducing the social gap 
(Dean, 1994). In other words, the security, order and welfare of the flock are 
paramount (Dean, 1994).  
These two different games, ‗city-citizen‘ and ‗shepherd-flock‘, are coupled 
together to form the precursor of modern governmental rationalities (Dean, 1994; 
Popkewitz & Brennan, 1998). On the one hand, the city-citizen espouses the laws 
and rights of the citizen; on the other, the shepherd-flock espouses the security, 
welfare and obedience of the sheep (individual) (Curtis, 2002; Dean, 1994). Some 
view neo-liberal governmentality with subjects more in line with the Greek view of 
an active autonomous subject as opposed to the passivity of sheep (Lippert, 2004), 
while others (Berkhout, 2005) view greater personal responsibility as an important 
aspect of pastoral power. Nevertheless, these forms indicate that governmentality is 
both individualising and totalising (Agnello, 2002; Thompson, 2003; Winch, Creedy, 
& Chaboyer, 2002). In particular, pastoral power was extended to a secular political 
concept (Curtis, 2002) that was totalising in the sense of governing the entire 
population using systems of ordering that go beyond the state to institutions and 
practices; individualising in the sense of using taxonomies and promoting subjects as 
self governing (Dean, 1994; Thompson, 2003; Winch, Creedy, & Chaboyer, 2002). 
To conclude this section on the two games of governmentality, methods of 
resistance in reference to these games need to be highlighted. The ‗city-citizen game‘ 
embraces the self governing free subject that is exposed to a variety of regimes of 
truth from which they must choose in the sense of what persuades them (Foucault, 
2007a). In contrast the ‗shepherd-flock game‘ requiring submission and obedience 
embeds subjects in a more encapsulating form of power. Nevertheless, Foucault 
(2007a) notes a number of methods of resistance to the pastorate and the obedience 
required by pastoral power (Foucault, 2007a). Of course these principles can be 
extended as a wider analytic of resistance to governmentality in varying contexts. 
Resistance to pastoral power is termed ‗counter-conduct‘ by Foucault (2007a, p. 202) 
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who feels this term more accurately sums up resistance by providing alternatives 
rather than the term ‗misconduct‘. Prior to examining techniques of resistance, one 
needs to look at the fundamental justification for resistance. Counter-conduct was 
justified because of the corruption or sin of the pastorate (Foucault, 2007a). This idea 
can be extended to form a broader justification for resistance that includes bad 
motives, incompetence, poor outcomes and so forth.  
Foucault (2007a) also noted a number of techniques or methods of resistance. 
First is the idea of ascetism, which although a complex idea, in essence involves a 
shifting focus on governing and challenging the self (Foucault, 2007a). Second was 
the formation of communities to defy the church (Foucault, 2007a). In the teaching 
profession, we see formation of parallel communities such as unions and professional 
organisations. Third was the use of mysticism; that is, giving precedence to 
experience; the soul seeing itself rather than confessing to others (Foucault, 2007a). 
Once again this is paralleled in the teaching profession by an increasing emphasis 
that teachers place on their professional experience and implicit knowledge. Finally, 
resistance involved the direct use of scripture rather than having it interpreted by 
others (Foucault, 2007a). Although in the teaching professional there is no one 
authoritative source of knowledge, increasingly teachers can use research and 
discourses to justify their position.  
2.8 CONCLUSION - PART A: ANALYTICAL FRAMEWORK 
In sum, this analytical framework began with foundational concepts of power, the 
relationship between power and knowledge and the historically constituted subject. 
From here, the two key aspects of governmentality – disciplinary power (and by 
extension, bio-power) and technologies of the self were outlined in great detail 
because they will form the basis for theoretical analysis of the case study. Finally, 
governmentality which looks at the interrelationship between these two aspects, in 
addition to key rationalities, was also outlined.  
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PART B: REVIEW OF KEY STUDIES 
2.9 INTRODUCTION TO KEY STUDIES 
Having outlined the analytical framework in Part A, it is now time to address key 
studies relating to governmentality. This part is organised in sections, similar to the 
analytic framework. First is an overview of studies on disciplinary power and 
technologies of the self (dimensions of governmentality). This is followed by studies 
on governmentality as a whole. 
2.10 STUDIES ON DISCIPLINARY POWER 
Studies on disciplinary power will not only include studies that have specifically 
used Foucault‘s analytic but also studies with interrelated concepts from 
organisational theory and social capital.  
2.10.1 Studies on Organisational Theory and Social Capital 
A number of studies have been conducted that focus on social capital within schools 
and these relate to effective schooling. In fact, an important characteristic of effective 
schools is their ability to develop social capital and build trust through collaboration 
(Mulford, 2007). Before looking at these it is important to note that there is not a 
simple relationship between collaboration and effective schooling. Specifically, 
Gruenewald (2005) warns that collaboration can be contrived particularly when it 
seeks to strengthen discourses and social practices that relate to accountability. In 
these situations, collaboration can be a means of disciplinary power and control in 
addition to a means of self regulation (Gruenewald, 2005). Mulford (2007) agrees, 
arguing that increased collaboration can have the effect of making the school more 
political thus increasing conflict.  
In an extensive study, Moos (2005) looked at how the Danish school system 
was influenced by the changing political context, mirrored in many western nations 
that increasingly focused on economic values at the expense of social ones. In 
particular, Moos (2005) studied how changes to the Danish school system as a result 
of an increasingly neo-liberal political climate affected principals in terms of 
balancing external accountability and internal trust. Moos (2005) found that changes 
led to a fracturing of internal trust and often altered power dynamics in schools. 
Moos (2005) also reported that maintaining social capital (good social networks) in 
schools requires balancing external accountability and internal trust. Beyond the 
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balancing of accountability and trust, there is also the wider influence of neo-liberal 
policy that affects social capital within the institution (Moos, 2005). Neo-liberalism 
has made the market the driver of policy and even public institutions like schools 
have become quasi markets resulting in greater influences of individuals on 
institutional practices in the shift from citizen to consumer (Moos, 2005).  
More recently, a more complex interaction has been in place to improve 
school effectiveness. To begin with, the term ‗school improvement‘ has become an 
important part of educational discourse especially in relation to policy decisions 
(Hopkins, 2006, p. 1). Following extensive research on school effectiveness (such as 
Caldwell & Harris, 2008), many schools in Western countries are coming under 
increasing political pressure to undertake renewal and improvement measures at the 
institutional level (Hopkins, 2006). This has meant greater decentralisation of 
decision making processes coupled with greater school responsibility for 
effectiveness (Hopkins, 2006). The implications of this are outlined by Moos (2005) 
who made four important findings: 
1) Principals were found to have divided loyalties between authorities and 
their teaching staff.  
2) Principals have used by admission both strategies of control and trust. 
3) Principals question the wisdom but not the right of authorities to manage. 
4) Principals saw authorities as unsympathetic to the professional and ethical 
aspects of school life due to the perceived resistance of the teaching 
profession.  
As a corollary, Moos (2005) argued that power as the basis of social relationships 
influences the level of trust. This level of trust can be classified two ways: 1) 
Particular trust – interpersonal trust built through face to face interaction and shared 
interest or culture; and 2) Generalised trust – depersonalised trust that comes from 
functions or practices of institutions and government mandates (Moos, 2005). 
Without trust, a strong and effective school culture cannot be built (Kruse & Louis, 
2009). In fact trust can be conceptualised as ‗… the glue that holds social networks 
and relationships together.‘ (Kruse & Louis, 2009, p. 9). Congruent with research by 
Moos (2005), Kruse and Louis (2009) also support the finding that accountability 
and trust must be balanced, and while the principal as the leader is not exclusively 
responsible for social trust, they do play an important role in developing strategic 
actions to build trust and develop a sense of professional community. These studies 
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lay an important foundation for this thesis in highlighting the need to balance 
accountability and trust issues.  
2.10.2 Studies using Framework of Disciplinary Power  
Although some of the following studies include other concepts related to Foucault 
such as governmentality in general, their primary focus is on disciplinary power 
within the organisation.  
The first study does not relate to a school setting, nevertheless, it does 
provide valuable insights into the dimensions of disciplinary power. McKinlay and 
Taylor (1998) studied a ―factory of the future‖ (computer technologies facility) of a 
company they termed SiliCon. A number of key dimensions relating to the structure 
and technologies of disciplinary power were analysed. The physical space of the site 
was very interesting in that at first glance it seemed to be almost anti-panoptic; that 
is, a large glass pyramid building with an open work plan (rather than divided 
spaces) (McKinlay & Taylor, 1998). Yet, despite the absence of some sort of central 
viewing point, the use of glass, the physical isolation of the building itself along a 
private road and the remnants of another collapsed company all indicate disciplinary 
mechanisms that enhance isolation and visibility (McKinlay & Taylor, 1998).  
Social architecture was another dimension studied by McKinlay and Taylor 
(1998). SiliCon used careful hiring practices (series of carefully selected tests), 
banned unions, hired from further away rather than the local town, and divided 
employees into small teams. Creating a closed social architecture was achieved 
through: flexible breaks, canteen structures that prevented inter team interaction, and 
the banning of newspapers to prevent discussion (McKinlay & Taylor, 1998). 
Finally, disciplinary techniques of peer normative surveillance and examination 
(point system for peers) were implemented. This architecture later collapsed through 
forms of resistance such as workers demonstrating retribution for poor peer scores 
and averaging out scores to prevent isolating targets (McKinlay & Taylor, 1998). 
Thus, McKinlay and Taylor‘s (1998) study provides valuable insights both in terms 
of variations of techniques to disciplinary power as well as forms of resistance. 
The second study in the area of education is Gore‘s (1998) study on 
techniques of disciplinary power in classroom pedagogy over 4 sites. What makes 
Gore‘s study particularly interesting is the framework used to analyse disciplinary 
power. Gore divided the techniques of disciplinary power into eight categories, a 
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framework which will also be used for this thesis; these categories were: surveillance 
(methods of supervision); normalisation (normalising judgement); exclusion 
(negative effects of normalisation); classification (how individuals or groups are 
classified); distribution (how bodies are distributed in space); individualisation 
(giving individual character to self or others); totalisation (giving collective 
character); regulation (controlling by rule – juridical aspects).  Examples are 
provided for each category to help illustrate how the particular technology of 
disciplinary power is employed. More recently, Larochelle (2007) indicated that in 
many settings disciplinary power engenders the technique of exclusion in that people 
new to the setting and its associated systems of operation must be willing to play by 
the rules of the game and be subservient to the effects of disciplinary power. 
Other researchers such as James Marshall and Greg Ball have studied 
disciplinary power in schools as it relates to students (Besley, 2005). Marshall‘s 
study highlighted some of the paradoxes of disciplinary power in that while the aim 
of disciplinary power was clear (to shape the attitudes and behaviour of the young), 
the question of what type of individual is desirable or how to achieve such an end 
remained hazy (Besley, 2005). While these studies are valuable, they nonetheless 
focus on disciplinary power with regard to students rather than teachers. Perhaps one 
of the most illuminating studies of disciplinary power that encompasses both parents 
and educators is A. Morgan‘s (2005) study of the British special education system.  
A. Morgan‘s (2005) study focussed on the confrontation between choice 
(under neo-liberal market politics) and disciplinary power. Another paradox was 
existent; although choice was promoted, it was at the same time constrained through 
certain mechanisms of disciplinary power (A. Morgan, 2005). Essentially, A. 
Morgan draws on Bentham‘s panopticon noting that the British educational system 
with its institutional power arrangements has been directly compared to this panoptic 
model. In particular, the use of multi-level surveillance of children and 
administrators, in addition to the use of performance indicators and self-surveillance 
of administrators, parallel the panoptic model (A. Morgan, 2005).  
A. Morgan (2005) also looked at the relationship between knowledge and 
power, noting that knowledge and practices were the keys to normalisation. 
Disciplinary power and its extension bio-power were enhanced through increased 
data collection which enabled experts to create regimes of truth (A. Morgan, 2005). 
This in turn helped to create the illusion of choice where experts, possessing these 
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regimes of truth, tended to direct parents in their decision making (A. Morgan, 2005). 
Subsequently, parents could comply and therefore exercise their own subjugation or 
they could resist (A. Morgan, 2005). 
Resistance within the panoptic system of disciplinary power was not only 
demonstrated by parents who used a variety of strategies such as moving outside 
state control, or being more forthright and pushy; but also by the administrators 
within the system who advised parents using alternate regimes of truth (A. Morgan, 
2005). Overall, A. Morgan‘s study illustrates some of the mechanisms used by wider 
systems of disciplinary power and the forms of resistance used by various 
stakeholders within the institutional system.  
2.11 STUDIES ON TECHNOLOGIES OF THE SELF 
Several studies have been conducted that incorporate technologies of the self. These 
studies provide further insight into the concepts outlined in Part A. Firstly, 
Schaafsma (1998) analysed poetry texts of students in an attempt to gain insight 
between technologies of self and domination. Adopting a phenomenological 
approach, Schaafsma (1998) recognised the constitutive role of discourse as well as 
the complex interplay between technologies of disciplinary power and technologies 
of the self. In congruence with Foucault‘s notions, Schaafsma (1998) conceptualised 
the individual subject as having choices of self constitution within a given context in 
addition to the capacity to struggle and resist disciplinary power. A similar study by 
Davies et al. (2006) on how stories and discourses revealed formation of identity and 
self also revealed ways in which subjects were able to resist. Hence a major focus of 
these studies was on how technologies of the self were actually a means of 
resistance, particularly in relation to disciplinary power.  
Second, at a more macro level, M. Simons (2002) looked at governmentality 
in relation to ensuring quality education. M. Simons (2002) reported that neo-
liberalism holds that minimal government optimises competition and economic 
prosperity, therefore it must introduce and promote discourses of self actualisation, 
self government and self entrepreneurship. This enterprising self is able to not only 
survive but also allow subjects to transform themselves to thrive in a free market 
economy (M. Simons, 2002). To achieve this, the enterprising self must have a 
number of key characteristics; namely, autonomy, responsibility and the desire to be 
 67 
a lifelong learner. M. Simons‘ insights are especially interesting in that they outline a 
governing self that is beyond the ethical dimensions purported by Foucault.  
A third study of a high end knowledge based industry by Deetz (1998) 
applied Foucault‘s concepts of disciplinary power and technologies of the self in 
analysing an organisation. Deetz‘s (1998) study in particular highlights the complex 
interplay between these technologies and how workers were invited or enticed to 
construct themselves and strategise their own subordination. An important change in 
discursive formations noted by Deetz (1998) was the title transformation from 
‗professional worker‘ to ‗consultant‘. This discursive shift also represented as greater 
translation from technologies of disciplinary power which ensure the productive 
worker, to technologies of the self, that is, the self governing consultant (Deetz, 
1998).  
On inviting the formation of the new identity of ‗consultant‘ there were many 
issues that needed to be addressed. These included suppressing conflict, being a 
member of multiple groups (work, family, social balance), dealing with dimensions 
of fear, commitment and self subordination (Deetz, 1998). In contrast to the first 
studies mentioned that utilise technologies of the self as a form of resistance, in this 
case study Deetz (1998, p. 168) found a form of pseudo resistance that enabled the 
consultants to strategise their own subordination: 
Thus they assert their sense of autonomy in opposition to these programs as a 
way of denying that others are controlling them, and then enact the 
programmes as if they were affected by them. Most seem more than willing to 
learn new means of strategic self-manipulation offered in such programmes if 
a pay-off can be gained and if it is clear that they control themselves on 
behalf of others. 
In essence, this reflects Foucault‘s views of the monastic tradition where one creates 
their own subordination as part of their identity in order to gain a greater reward. In 
the case of monks it was eternal salvation, in the case of these workers it meant 
higher rates of pay and job security. Such trade-offs are also an important part of the 
teaching profession. For example, teachers may choose subordination of certain 
curriculum materials as a trade-off for a reduced workload that they would face if 
they participated in a much more active and autonomous way. Consequently, 
strategised forms of subordination are an important part of technologies of the self in 
forming one‘s identity. 
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2.12 STUDIES ON GOVERNMENTALITY  
The first section here will look at various governmentality influences and changes 
within institutions with the main focus on schools. Subsequently, the focus will be on 
studies that specifically used Foucault‘s analytic of governmentality.  
2.12.1 Studies relating Governmentality and Institutions 
Neo-liberalism is a form of governmentality that focuses on self managing 
institutions with self managing individuals that can be governed more efficiently 
from a distance with reduced levels of intervention (Marginson, 1997). In OECD 
countries there has been a trend, especially evident with schools, toward centralised 
control coupled with decentralised authority and accountability (Hopkins, 2006; 
Marginson, 1997). This trend was first developed by multinational corporations in 
the 1920‘s well before it was adopted by state run institutions such as schools 
(Marginson, 1997). Presently, decentralising and allowing schools to build 
professional communities is viewed as a fundamental principle of school 
improvement (Caldwell & Harris, 2008; Hopkins, 2006; Mulford, 2007). Such 
devolution is aimed at giving greater autonomy at the institutional level, yet subjects 
were still accountable to macro external forces as well as being subject to their own 
self conduct (Marginson, 1997). As a result, increasing autonomy cannot be 
conceptualised as a reduction in power, instead it represents a transformation to a 
more sophisticated form of power (Marginson, 1997). This form of  power does not 
just rely on coercion, it uses a mixture of incentives and sanctions to normalise 
actions including strategies such as using markets as an organisational focus, 
deregulation procedures and external goal setting (Marginson, 1997). As an 
extension, schools are coming under increasing political pressure to engage in some 
sort of renewal or improvement process (Hopkins, 2006).  
As a specific example to illustrate this point in general terms, Deetz (1998), 
in his ethnographic case study of a high-tech organisation notes that in high 
autonomy workplaces, more sophisticated controls are needed that place greater 
emphasis on self surveillance (technologies of the self). Furthermore, Deetz (1998) 
proposes that organisations can be characterised by either consent (discussions are 
closed, members subordinate themselves for other trade-offs such as money, reduced 
workload) or voice (open discussions and increased presence of active resistance). In 
similar fashion, Clegg (1998) outlines the concept of openness which not only looks 
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at the level of voice, but also which voices are silenced or distorted, as well as the 
mechanisms and tactics of power that sustain this orientation. Moreover, in 
congruence with Marginson (1997), Clegg (1998) agrees that openness is always 
possible, and that having openness instead of concealment also requires both 
disciplinary power as well as other forms of power involving technologies of the self. 
In addition, it is important not only to look at what is said but also what is not said 
(Clegg, 1998). 
In terms of schools, it is important to look at both trends and different models 
that reflect various levels of autonomy and voice. To begin with, the difference 
between bureaucratic and communal models of schooling that reflect different levels 
of decentralisation will be outlined. The view that schools need to be decentralised 
with more teacher autonomy is not shared by all educational stakeholders. There are 
two basic perspectives on the level of centralisation. Firstly, the loose coupling 
perspective that argues that schools are inefficient and have lower standards because 
they are too decentralised (Ingersoll, 1996). Secondly, the empowerment perspective 
purports that the overly centralised nature of schools constrains teachers as 
professionals leading to detrimental effects on student learning (Ingersoll, 1996). 
These two perspectives are mirrored by two structural models of schools: 
bureaucratic and communal (Lee & Smith, 1993, 1995; Newmann, Rutter, & Smith, 
1989). Bureaucratic forms of schooling focus on formal functions and specialisation, 
neutral teacher-student interactions, top down decision making, differentiation of 
status and standardised forms of curriculum and testing (Lee & Smith, 1993, 1995). 
In contrast, communal forms emphasise social relationships, minimise role 
differentiation, have a common set of goals, shared responsibility for work, lateral 
power, shared decision making, and authentic pedagogy based around real problems 
(Lee & Smith, 1993, 1995). Much recent work on school effectiveness has supported 
the benefits of more communal models of schooling that are more decentralised and 
promoted professional community and trust (Caldwell & Harris, 2008; Hopkins, 
2001, 2006; Kruse & Louis, 2009). 
Having outlined the two models, the question becomes which has been the 
most pervasive in education? Reviewing educational history shows a general trend of 
bureaucratic forms of schooling particularly since the late 1950's (Lee & Smith, 
1994; Lee, Smith & Croninger, 1995). Neo-liberal ideologies, concern for economic 
competitiveness, improved equity and the desire for public perception of high 
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educational standards has meant governments leaning toward bureaucratic forms of a 
one best system that they can influence (Lee & Smith, 1993). Although these 
bureaucratic forms may be efficient from a managerial point of view, research has 
shown that this form of schooling has led to large curriculum differentiation, greater 
inequities and alienation and disengagement of a large number of students 
(Kerckhoff, Fogelman, & Manlove, 1997; Lee & Smith, 1993). Such bureaucracy 
can take many forms from direct government control through to regulation of market 
forces.  In Britain, neo-liberal promotion of market forces, performance tables and 
parent choice has only led to further social stratification that advantages good 
performing schools and exacerbates the problems of the disadvantaged (Domanico, 
1994). Nevertheless, there have been some major projects aimed at restructuring 
schools towards more communal forms both in the US and in Australia.  
In the US, extensive research by the 'Center on Organization and 
Restructuring in Schools' (CoRS) at the University of Wisconsin-Madison has 
challenged the pervading bureaucracy of schooling in terms of student achievement. 
This large scale project has focused on restructuring schools from bureaucratic to 
more communal forms (Lee & Smith, 1994; Lee et al., 1995; Mussoline & Shouse, 
2001; Newmann, 1994). Although improving student achievement may begin with 
instructional or teaching practices, these in isolation will not produce the necessary 
benefits unless supported by a renewed organisational culture (Newmann et al., 
1989; Newmann & Wehlage, 1993).  Through building communities of practice, and 
having shared goals, teacher alienation can be reduced (Mussoline & Shouse, 2001; 
Mulford, 2007; Newmann, 1989). Conjoined with authentic pedagogy and greater 
teacher empowerment, student achievement can be significantly increased 
(Newmann, 1995).  
Research conducted since the initiation of the CoRS project has further 
developed the concept of professional learning communities. Essentially, effective 
schools employ principles and strategies that build relational trust, shared leadership 
and decentralise decision making (Bryk et al., 2002; Hopkins, 2006; Kruse & Louis, 
2009). Furthermore, social capital has become increasing important in developing 
cohesive and effective schools (Bryk et al., 2009; Caldwell & Spinks, 2008). 
Consequently, effective schooling is viewed as a set of principles that embodies and 
strategizes these aforementioned concepts (Hopkins, 2001, 2006).  
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Although such research is very promising for teacher professionalism, student 
engagement and achievement, there are a number of important caveats. Firstly, 
establishing a community of practice with shared goals is easier said than done 
(Newmann, 1994). Teachers often have very different and conflicting educational 
philosophies; in particular, traditional verses more progressive views (Newmann, 
1994). Furthermore, the organisation of teachers in departments often makes across 
school contact quite difficult (Newmann, 1994). Secondly, reforms can often be 
easily watered down using slogans and rhetoric rather than the implementation of 
specific practices (Mulford, 2007; Newmann, 1994). Finally, Mussoline and Shouse, 
(2001) caution against defining restructuring as a list of practices in an attempt to get 
a 'one size fits all' model. For example, the role of socio-economic status (SES) 
played an important role in the success of restructuring in schools (Mussoline & 
Shouse, 2001). Empirical evidence revealed significant positive gains in achievement 
only for average SES schools and significant negative effects for low SES schools 
(Mussoline & Shouse, 2001). Mussoline and Shouse (2001) also reported on the 
different organisational culture of high and low SES schools. In low SES schools, 
principals were more task oriented, exercised tighter control over curriculum and 
tried to insulate the school from (negative) external  influences; in comparison, 
principals in high SES schools were relationship oriented, allowed greater teacher 
autonomy and promoted strong community ties (Mussoline & Shouse, 2001). 
Although effective high and low SES schools both had communal models, their 
appearance was different with low SES schools adopting a more Catholic approach 
with strong discipline coupled with a caring ethos (Mussoline & Shouse, 2001). 
Consequently, any attempts at restructuring must take into account the individual 
school context.  
In Australia, building on the work from CoRS, the Leadership Research 
Institute (LRI) at the University of Southern Queensland under the leadership of 
Professor Frank Crowther developed the Innovative Design for Enhancing 
Achievements in Schools (IDEAS) project (Varghese, 2001). The project begun in 
1998 and has spread to many Queensland schools with a national trial introduced in 
2002 (Andrews & Lewis, 2004). Learning from the difficulties in restructuring from 
the CoRS research, IDEAS does not aim to restructure schools; rather its purpose is 
revitalisation. IDEAS is structured around three core components outlined by 
Andrews and Crowther (2003): 
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1. A five element research based framework - For improving school 
outcomes (strategic foundations, cohesive community, infrastructural design, 
school wide pedagogy, professional supports) 
2. Five phase implementation strategy - Initiating, discovering, 
envisioning, actioning, sustaining 
3. Parallel leadership - Mutual respect, shared purpose, allowance for 
individual expression. 
Achieving cohesion through a school wide approach to pedagogy is a core aspect of 
the IDEAS project (Andrews & Crowther, 2003). This goal is achieved through the 
parallel and meta-strategic leadership of principals and the pedagogical leadership of 
teachers (Andrews & Crowther, 2003; Andrews & Lewis, 2004). This view of 
leadership is an emerging one that challenges the traditional top down hierarchical 
nature of more traditional managerial leadership.  
Although concepts of leadership at the level of principal are not relevant to 
the study, changes to schools organisation and leadership practices which have taken 
place both in the US (CoRS) (Lee & Smith, 1994, 1995; Newmann, 1996; Newmann, 
Smith, Allensworth & Bryk, 2001), and in Australia through the IDEAS project 
(Andrews & Crowther, 2003; Andrews & Lewis, 2004) are vital. Further research on 
effective schools also supports the importance of leadership practices (Bryk et al., 
2009; Hopkins, 2006). Such changes have increased the possibility of voice in 
organisations by reconceptualising teaching professionalism to allow for more 
collaborative frameworks of practice and distributed power networks (Andrews & 
Crowther, 2002, 2003; Crowther, 1997; Crowther & Olsen, 1997; Hopkins, 2006; 
Kruse & Louis, 2009). Thus in congruence with Foucault (1997c) who outlines 
technologies of the self with an ethical focus, Crowther (1997, p. 15) likewise 
outlines an invitation to develop leaders to enhance teacher professionalism: 
Teacher leadership is essentially an ethical stance that is based on views of 
both a better world and the power of teaching to shape meaning systems.  
Thus the notion of teacher professionalism and forms of governmentality have been 
reconceptualised similar to Foucault's notion of 'pastoral power', where the role of 
the shepherd (leader) is not to rule in the Machiavellian sense, rather to seek the good 
of those under their care (Foucault, 1997c; Popkewitz & Brennan, 1998).   
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2.12.2 Studies using Governmentality Framework 
Firstly, Lewis (2004) looked at a broad notion of governmentality in relation to 
reforms in New Zealand schools. Lewis (2004) found that neo-liberalism was the 
political model used by the state with its own rationality and discourse. In particular, 
Lewis found that discourse and practices were used to promote technologies of the 
self, namely, getting people to transform themselves. New Zealand schools shifted 
toward deregulation and the free market with budget cuts associated with discursive 
shifts from ‗universal welfare‘ to ‗targeted welfare‘ (Lewis, 2004). Lewis (2004) 
noted that the key political rationality behind such moves was to increase 
international competitiveness in a global marketplace.  Notwithstanding such moves 
toward deregulation, Lewis (2004) makes it clear that schools are too important to be 
left completely to the clutches of the free market; while management is indeed 
deregulated, important aspects of curriculum and assessment are centralised. 
Deregulation resulted in a new model of governmentality in schools. Rather than the 
Keynesian welfare state model that espoused bureaucracy, accountability, equal 
opportunity (in rhetoric at least) and universal entitlements, a new managerialism 
model was established that espoused efficiency, competitive self interest, targeted 
outputs and risk management (Lewis, 2004). This new model led parents, principals 
and schools to act out of self interest where the market became an apparatus of 
control leading to greater surveillance by market forces (parents) and regulation 
(funding cuts) particularly in underperforming schools (Lewis, 2004). Responsibility 
and even blame can be placed on parents since poor performing students can be 
attributed to poor parental choice of schools (Lewis, 2004). Lewis (2004) notes that 
the US and UK have followed similar trends of market regulation yet such an 
approach is problematic in the sense that the product of education is hard to define, 
difficult to measure and highly variable. Consequently, this case study indicated 
many important rationalities associated with neo-liberal policies of education. 
The second case study relates to a profession that is in many ways similar to 
the teaching profession, nursing. Winch, Creedy and Chaboyer (2002) examined how 
evidence-based practice was increasingly governing nursing conduct. Such theory- 
derived and research-based practice parallels the teaching profession. An example in 
education is the adoption of productive pedagogies in Queensland and other similar 
pedagogical models in other states which was theory-derived and research-based. 
Associated with evidence-based practice is an increasing politicisation of work 
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through centralised discursive practices (Winch et al., 2002). A case in point is 
teaching conduct being guided by centralised materials on pedagogy. These 
centralised materials create truth categorisations through taxonomies and 
classifications of individuals and groups (Winch et al., 2002). Furthermore, these 
materials highlight the relationship between governmentality and expertise, with 
those having the expertise claiming the greater truth (Winch et al., 2002). This in turn 
makes professions ‗intelligible, calculable and practicable' (Winch et al., 2002, p 
158). In similar fashion, Perron et al. (2005) saw nurses as instruments of 
governmentality who were simultaneously agents of the state and agents of care and 
therefore needed to balance these roles carefully. Moreover, this need to balance also 
enabled forms of resistance (Perron et al., 2005).  
2.13 CONCLUSION - PART B: KEY STUDIES 
A diverse range of studies has been conducted in a range of institutions that in 
general have been quite specific in their focus on Foucault‘s work such as 
disciplinary power or technologies of the self. This thesis aims to provide a 
comprehensive case study that incorporates Foucault‘s broad notion of 
governmentality and in doing so can provide important insights in similar fashion to 
the studies presented. 
2.14 CHAPTER CONCLUSION 
In sum, part A of this chapter has outlined the key aspects of governmentality, 
namely, disciplinary power (and its extension bio-power), and technologies of the 
self. Together, these two mechanisms combine to form practices of governmentality 
that are encompassed within key rationalities and discourses of truth. Part B focussed 
on key studies relating to this analytic framework. Having laid the foundations, it is 
now time to look at the method of examining how the analytic of governmentality is 
used to govern teachers as professionals within a specific institution.  
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Chapter 3 
Methodology 
 
3.0 INTRODUCTION 
This chapter outlines the method employed in order to investigate the complex 
notion of governmentality in the modern institution of schooling. Beginning with a 
summary of the project, the details are then subsequently outlined. These include the 
paradigm, role of the researcher, design, methods, and frameworks in addition to data 
collection and analysis techniques. Following an outline of the method will be a 
methodological defence, or justification, accompanied by a look at the ethical issues 
pertinent to the study. The chapter will conclude with a preview of how data will be 
presented in chapters 5, 6 and 7. 
3.1 OVERVIEW OF PROJECT 
This project was a critical ethnographic case study (incorporating aspects of 
autoethnography) of one private Christian school. In addition to the critical 
ethnographic study, a historical synopsis incorporating Foucault‘s methods of 
archaeology and genealogy was used to provide further insights from a historical 
perspective. As a researcher, I played a dual role within the school, firstly as a 
volunteer performing a cyclic review for the school (as a trade-off for research 
access) and secondly as a paid casual teacher  
Figure 3.1 provides an overview of the project methodology indicating 
temporal dimensions in the study of governmentality that followed Carspecken‘s 
(1996) five stages of critical ethnography. This involved two phases: the present, 
which was an ethnographic case study; and the past, which was a historical analysis 
of key aspects arising from the case study. Spatial dimensions, that is, relations 
between power, truth and the self were investigated by focussing on discursive fields 
and social practices as they impact on teacher professionalism. 
 76 
 
Figure 3.1 - Overview of project methodology 
3.2 DEVELOPMENT OF A METHODOLOGICAL PARADIGM 
The methodological paradigm adopted uses many of the analytical techniques of 
philosopher Michel Foucault in addition to other poststructuralist approaches, 
namely critical ethnography and aspects of autoethnography. In terms of 
methodologies, Foucault had many approaches and he encouraged his readers to use 
his work as a tool box and extract whatever they found useful: 
I would like my books to be a kind of tool-box which others can rummage 
through to find a tool which they can use however they wish in their own area. 
... I would like the little volume that I want to write on disciplinary systems to 
be useful to an educator, a warden, a magistrate, a conscientious objector. I 
don't write for an audience, I write for users, not readers. 
(Foucault, 1974, pp. 523-4)  
Such sentiments are supported by Kincheloe and Tobin (2006) who argue that we 
need diverse ways of approaching educational research, ways that employ a critical 
perspective and incorporate trans-disciplinary approaches. Furthermore, we need to 
go beyond Cartesian rationalism and its associated myths of objectivity toward a 
more complex and critical approach (Kincheloe & Tobin, 2006). Importantly, what 
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may appear as straightforward and common-sense may simply be designed to benefit 
a certain privileged perspective of those in power (Steinberg, 2006). In contrast: 
When inquiry is conceptualized as a complex process we begin to understand 
that research is not something employed by solitary negotiators operating on 
their own. Educational researchers use language developed by others, live in 
specific contexts with particular ways of being and ways of thinking about 
thinking, have access to some knowledges and not others, and live and 
operate in a circumstance shaped by particular dominant ideological 
perspectives. 
(Kincheloe & Tobin, 2006, p. 7) 
To develop this complexity, Steinberg (2006) advocates focusing on complex 
interactions between power, knowledge and identity. Equally important in addressing 
complexity is the use of multiple methods and strategies which come under the term 
‗bricolage‘ (Berry, 2006), which mirrors Foucault‘s concept of the tool box. In brief,  
Bricolage (use of a tool box)…involves taking research strategies from a 
variety of scholarly disciplines and traditions as they are needed in the 
unfolding context of the research situation. Such an action is pragmatic and 
strategic, demanding self consciousness and awareness of context from the 
researcher. 
(Steinberg, 2006, p. 119) 
Bricolage problematises the research process avoiding monological and linear 
methods in favour of more non-linear designs that incorporate feedback mechanisms 
(Berry, 2006). Before coming to the paradigm itself, it is first necessary to outline the 
important ontological and epistemological assumptions that were used in this thesis. 
3.2.1 Ontology 
Critical ethnography and autoethnography follow in the footsteps of many 
postmodern and poststructuralist theories such as elements of critical feminism by 
using non-totalising modes of analysis (Tedlock, 2005). Postmodern ontology argues 
against the possibility of a fixed ontological grounding, instead advocating a 
constructed reality through language (M. Q. Patton, 2002; Richardson, 2003). In 
other words, the life worlds that we study are only partial, fragmented and mediated 
through our use of language (Holman-Jones, 2005). Of course, the way language is 
used is political and it is a fallacy to view it as a neutral medium (Ellis & Bochner, 
2003). 
In congruence with key dimensions of  postmodernism and poststructuralism, 
Foucault‘s ontology views our conceptualisations of the world as constructed 
through dominant and powerful discourses that are constantly being constructed, 
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mediated and reconstructed (D. M. Miller, 2007). Thus, power is a foundational 
aspect of postmodern ontology in understanding which discourses most affect our 
reality (M. Q. Patton, 2002). Nevertheless, Foucault also advocates that it is not just 
power in isolation but the relationship between power, knowledge and self that 
constructs our ontology (D. M. Miller, 2007). People limit and direct their attention 
to certain discourses (among the many competing ones) and these form the 
foundations for the narratives that create personal ontologies (D. M. Miller, 2007). 
3.2.2 Epistemology 
Popkewitz and Brennan (1998) suggest that in terms of analysing power relations 
(critical epistemology), there are two basic epistemological approaches, a philosophy 
of consciousness and a social epistemology. A philosophy of consciousness is a 
phenomenological approach that focuses on the intentions of the social actor 
(Popkewitz & Brennan, 1998). This puts the subject at the centre of a researcher‘s 
focus as is the case with autoethnography or in fact any form of ethnography.  
Yet in the study of ethnography and phenomenology, postmodernism has 
indicated that researcher objectivity is neither possible, feasible nor desirable 
(Angrosino, 2005). No observations or even reporting of the experiences of others 
are completely free of human values (Ellis & Bochner, 2003); in fact a sense of self 
will always be present despite our best attempts at objectivity (Richardson, 2003). 
This is because while facts may be easier to convey, meanings attached to 
experiences are more difficult (Ellis & Bochner, 2003). Consequently, an apolitical 
epistemology is a fallacy, and therefore any epistemology must include political and 
ethical dimensions as advocated by critical feminism (Tedlock, 1991). The end result 
is that we can seek only partial truths and cannot understand the totality of 
experiences (Hesford, 1999). 
Although Foucault's earlier work used phenomenological inquiry, he later 
rejected phenomenology as a method (Foucault, 1997a; May, 2005). Yet, it was not 
phenomenology per se that Foucault rejected but its narrow focus on subjective 
experience and subsequent disregard for the history and context of the subject 
(Marshall, 1996). In contrast, Foucault‘s preferred epistemology is a social 
epistemology, a decentering of the subject, examining how a subject is constituted 
within a historical context (Popkewitz & Brennan, 1998). The major disadvantage of 
this approach is that removing the subject as an actor can collapse into a form of 
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mechanistic determinism (Popkewitz & Brennan, 1998), yet it has the major 
advantage of problematising forms of reasoning, as we are often unaware of the 
wider context in which we, as actors, live and reason (Foucault, 2000h). 
3.2.3 Methodological Paradigm 
Popkewitz and Brennan (1998) have noted that many authors have combined these 
two approaches into a form of methodological pluralism. However, it could also be 
argued that specific case studies, adapting Foucault to ethnographic and 
phenomenological methods (such as Deetz, 1998; Gore, 1998; McKinlay & Taylor, 
1998) are simply an epistemological subset of a historically constituted subject using 
Foucault‘s better known historical methods of archeology and genealogy (see Figure 
3.2). Dean (1999) supports this notion by noting that governmentality is oriented in 
the present yet must be viewed in its wider historical context.  
In similar fashion, G. Miller and Fox (2004) use the metaphor of a bridge to 
link ethnographic approaches (micro-sociological) with Foucault‘s macro-historical 
focus. Such a bridge links different methodological structures while still maintaining 
their distinctness (G. Miller & Fox, 2004). G. Miller and Fox further argue that 
structures of power cannot be isolated from people‘s actions. In essence, Foucault's 
approach is to start at the micro level, with the institution, to examine what 
techniques and tactics of power are actually present (Smart, 2002). Subsequent to 
analysis at the institutional level, Foucault's approach is to situate these techniques 
and tactics of power in their socio-historical context, conceptually termed: 'history of 
the present' (Sheridan, 1980; J. Simons, 1995; Smart, 2002). 
 
Figure 3.2 - Model of an epistemological subset 
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3.3 RESEARCH DESIGN AND STAGES 
This section will cover two important aspects, the research design or methods and 
tools used as well as the stages involved. 
3.3.1 Research Design 
The case study of Green Hills used critical ethnography and dimensions of 
autoethnography. The historical review incorporated elements from Foucault‘s 
techniques of archaeology and genealogy. 
3.3.1.1 Case Study Design: Critical Ethnographic and 
Autoethnographic Method 
In brief, autoethnography is an ethnographic method that combines the personal of 
the autobiographical with social, cultural and political dimensions experienced by the 
researcher (Hesse-Biber & Leavy, 2006; Holman-Jones, 2005; Reed-Danahay, 
2006). In traditional ethnography, there has been a tendency to separate the 
autobiographical, the inward gaze, and the subjective from the ethnographic, the 
external gaze, the objective (Tedlock, 1991, 2005). While there are many variants, 
autoethnography, in the spirit of postmodernism rejects this dichotomy and fuses the 
internal and external gaze allowing for both external analysis and internal reflections 
on both the cognitive and emotional level (Holman-Jones, 2005; Reed-Danahay, 
2006). Furthermore, autoethnography often uses critical ethnography (Hesford, 1999) 
and directs focus to complex and nuanced issues of power (Reed-Danahay, 2006). 
Table 3.1 is based on Holman-Jones‘ (2005) key concepts of autoethnography and 
how they were specifically used in this study. 
 In terms of the focus on governmentality, there were two important areas in 
the case study as indicated in Figure 3.1, namely discursive fields and social 
practices. Discursive formations looked at the language used, including any specific 
and reoccurring words and phrases as they related to teacher professionalism. 
Nevertheless, the focus was on more than just the words and phrases themselves, but 
how they fitted into the specific context, that is: Who used these discourses? How 
common were they? Social practices focussed on routine practices within the school. 
Not only what the practices were, but how did they come about? How were they 
surveyed and enforced? Emphasis was on practices relating to teachers and their 
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professional duties and/or identity. Specific frameworks were used to help collect 
and categorise these findings (see section 3.5.4).  
 
Table 3.1 – How key concepts of critical and autoethnography were employed 
Concept from Holman-Jones (2005) How this concept was employed 
Exploring interactions - Examination of 
interactions of knowledge, experience and 
meaning expressed through tacit, improvised or 
covert mechanisms. 
 
Having clearly defined frameworks. 
Crystallisation of data sources – observations, 
field notes, abstract art, historical context.  
Embracing emotion - The importance of 
emotion in understanding self, power and 
institutional culture. 
 
Interviews embraced emotive aspects expressed 
by participants. Abstract art also elucidated 
emotive responses. 
Using narrative - The importance of studying 
how selves are constructed, disclosed and 
changed in the telling of narratives. 
 
Encouraged participants to tell stories during in-
depth interviews. Data presented as a series of 
metaphorical images. 
Creating impact - That narrative discourses 
create and change lives at the personal, social, 
cultural and political level. 
 
Variety of presentation techniques used including 
provocative narratives and abstract art. 
3.3.1.2 Historical Research Design: Archaeology and Genealogy as 
a History of the Present 
A synthesis of Foucault reveals three broad methodological approaches relating to 
historical methods – archaeology, genealogy and problematisation (Ninnes & 
Burnett, 2003). This study drew on all three, yet it must be noted that the third 
method of problematisation does relate and build on the first two methods. 
Foucault's archaeology focuses on the analysis of discursive formations from 
their historical context (Kurzweil, 1977; Ninnes & Burnett, 2003). It explains how 
the social order is maintained through disciplinary power (Hall, 1990). In Foucault‘s 
(1972, p. 148) words, ‗Archaeology describes discourses as practices specified in the 
element of the archive.‘ In analysing discourse, it is imperative to note that discourse 
is never ideologically neutral; it contains innate strategies to gain and retain power 
(Anchor, 1983). Language is created in a context of ideology and bias, and discourse 
analysis aims to expose ‗truth games‘ (Kurzweil, 1977). For that reason, Foucault 
maintained a central focus on discourse as outlined in his book: History of Sexuality:  
Discourse transmits and produces power; it reinforces it, but also undermines 
and exposes it, and makes it possible to thwart it. 
(Foucault, 1978, p. 101) 
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Foucault also recognised the limitations of archaeology. The primary 
limitation of archaeology was its neglect of non-discursive social practices and the 
techniques of power embedded in such practices, however, this was rectified with the 
advent of genealogy (Deleuze, 1988; Sheridan, 1980; Smart, 2002). In Foucault's 
first genealogical analysis - Discipline and Punish, he shifted his analysis towards 
analysis of social institutions and their practices. Genealogy views history as a series 
of discontinuous events which is based on the work of Philosopher Nietzsche 
(Brenner, 1994; Foucault, 1977; Peters, 2003; Smart, 2002). Metaphorically, 
Foucault freezes history in order to highlight these discontinuities and the discursive 
practices that impose categories (Kurzweil, 1977; Michael & Still, 1992). 
In sum, archaeology and genealogy are complementary methods and they 
were employed together during the historical research phase. In simple terms, key 
discursive formations and social practices that arose during the case study were 
investigated from their historical context. As an example, the importance of 
government funding as the primary source of income was an important finding. As a 
consequence, the history of government funding of private schools was researched 
and presented. Nonetheless, a main focus of the historical analysis related to the 
historical influences of fundamentalist Christianity particularly on teaching and 
teacher professionalism. In essence, findings from the case study directed the focus 
of the historical research. 
Overall, the historical research was a minor yet important part of the study 
and some important caveats are needed. Firstly, historical aspects were not 
researched with the aim of giving a complete history, rather, in congruence with 
Foucault‘s methods of archaeology and genealogy, the emphasis was on key events, 
fissures and changes that influenced the development of discourses and practices. 
Otherwise stated, these methods challenge the commonly held, often self evident 
notions of discourse and social practices (Smart, 2002).  
Secondly, historical research for this study was given to help problematise 
the context rather than explain it. Problematisation builds on the first two methods of 
archaeology and genealogy by examining the truth games that subjects play in self 
construction to assemble 'regimes of truth' (Ninnes & Burnett, 2003). Of particular 
interest in this study was the truth games related to teacher professionalism, both 
secular and Christian. Consequently, the outcome of the historical research was an 
overview of the key discursive fields and formations as well as the social practices 
 83 
that help to problematise the case study itself. Although, the historical research was 
conducted after and directed by the ethnographic case study, it is presented 
beforehand to help orient the reader to the historical complexities and influences of a 
fundamentalist Christian school. Table 3.2 below highlights the key aspects explored 
for each ‗method‘. 
 
Table 3.2 – Aspects explored for historical study 
HISTORICAL 
„METHOD‟ 
EXPLORE: 
Archaeology a) Naming discourses – discourses are representations that have a specific 
context therefore by naming discourses, their context, characteristics and 
transformations can be outlined and compared.  
b) Fixing the discourses – this aspect looks at defining the conditions of 
existence and fixing the limits of discourse especially in relation to other 
statements. 
c) Framing the discourses – this means outlining the wider political and 
social context in which discourses were made and then translated into social 
practices. 
c) Tracing the discourses proliferations – this aspect is important in 
analysing power relations, that is, how discourses spread through institutions 
and other parts of society. 
d) Tracing discourses transformations – by looking at alterations and 
modifications in discourse, particularly where it is enforced is also valuable in 
highlighting power relations.  
e) Positioning of discursive subjects – the aim of this procedure is to 
examine how legal, social, economic, political and institutional forces create 
objects and how these objects in turn help to form subjects or invite subjects 
to transform themselves.  
(Agnello, 2002; Foucault, 1972). 
Genealogy a) Descent - a challenge to the unity of continuity presented in history, to 
dissolve the fallacy of a single cause to reveal the complexity and multiplicity 
of historical events (Foucault, 1977; Smart, 2002).  
b) Emergence  - explores historical episodes not as denouements, but as 
transitions of struggles between competing forces that illuminate the 
multiplicity of factors that cause an event (Foucault, 1977; Smart, 2002). 
Problematisation Truth games – both dominant and less common. 
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3.3.2 Research Stages 
This project was essentially a critical ethnographic case study (incorporating 
elements of autoethnography) (phase 1) that was subsequently set in a historical 
context based on social epistemology (phase 2). The approach was structured using a 
modified form of Carspecken‘s (1996) five stage model of critical ethnography 
summarised as follows: 
Stage 1 – Compiling the primary record - Using a monological voice comprising 
only the researcher‘s perspectives of the setting, observing the daily routines 
of the schools and interactions of all personnel. 
Stage 2 – Preliminary reconstructive analysis – This is an analysis of the record so 
far. This involved determining interaction patterns from the participant 
observer‘s perspective only including meanings, power relations and so forth. 
Up to this point no specific input has been sought from participants. 
Stage 3 – Dialogical data generation – This is seeking the perspectives of others. 
This stage involved informally and formally seeking perspectives of others 
within the institution. Data and relations are compared to stage 2. This new 
data may confirm or challenge the primary record.  
Stage 4 (Modified) – Discovering system relations - This stage normally involves 
examining the relationship between the social site of focus and other specific 
related sites. Instead of widening the ethnographic focus, a decentering of the 
subject took place based on a social epistemology. Historical analysis 
incorporated Foucault‘s methods of archaeology and genealogy to discover 
underlying system relations.  
Stage 5 – Explaining findings - Fundamentally an analysis using stage four where 
inferences were made and findings theorized.  
The research design is summarised in Table 3.3.  
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Table 3.3 – Overview of research design ( Metaphorically - The Road Map) 
Phase and Research 
question(s) 
Stage of research  
(Carspecken, 1996) 
Methodologies 
Phase 1 – Field research 
(conceptualising the present) 
 
1) How are forms of 
disciplinary power and 
knowledge constructed in the 
school context? 
 
2) How are teachers enticed or 
invited to construct themselves 
as professionals (technologies 
of the self)? 
 
3) In what ways do disciplinary 
power and technologies of the 
self interact to reveal a 
governmentality that includes 
levels of agency and resistance?  
 
Stage 1: Compiling 
the primary record 
through the collection 
of monological data 
 
Participant Researcher 
perspectives only  
Observation: Explore 
1) Physical layout of school in relation to disciplinary power, i.e. how space is divided, amount of glass (visibility), 
location and size of staffrooms and so forth.  
2) Daily routines and timetables of teachers, use of bells, lesson times, the location of staff at recess and lunchtime, nature 
of conversations, special events (assemblies, staff meetings etc.). 
3) Nature of relationships i.e. executive/staff, staff/staff and staff/student. Are they positive? Do they involve consent or 
voice? (Deetz, 1998). 
4) Technologies of the self – how are staff (including myself) invited or enticed to work on themselves as professionals? 
What strategies and tactics are used? 
Document collation and analysis: Explore 
Teacher timetables, school policies and procedures. How recent are they? How were they developed and by who? 
Stage 2: Preliminary 
reconstructive 
analysis 
 
With the aid of frameworks in Appendix A, analysis with focus on governmentality in terms of 
a) Technologies of disciplinary power 
b) Technologies of the self 
Analysis focussed on two key aspects 
1) Discursive relations – examples of discourse that illustrate tactics of power. These discursive relations illustrate 
‗games of truth‘ or knowledge/ power relations (as used by Deetz, 1998; Gore, 1998; McKinlay & Taylor, 1998; 
Schaafsma, 1998). 
2) Regimes of practices – structures, routines, tactics and techniques (as used by Deetz, 1998; McKinlay & Taylor, 
1998) using Dean‘s (1999) framework. 
Stage 3: Dialogical 
data generation 
 
Informal, covert, creative dialogue (interviews): Explore 
1) Level of agreement or disagreement with preliminary reconstructive analysis. 
2) Level of staff participation in decision making – consent or voice? 
3) Methods and level of resistance. 
4) How key knowledge is constructed i.e how the school should be run, the nature of good teaching etc. 
5) How staff are invited to develop as professionals and how they actually do develop. 
Note: Focus on elucidating critical incidents and /or anecdotes.  
Phase 2 – Historical research 
(history of the present) 
4) What contribution can a 
Foucauldian analysis afford 
educators in conceptualising the 
teacher as a professional 
(subject) within the institution? 
Stage 4: Discovering 
system relations 
 
Archaeology: Explore 
Discursive relations of teachers as professionals which were examined historically (similar to Simola et al, 1998). Focus 
was on discontinuities and struggles in discourse with focus on resistance by unions (similar to Meadmore, 1993). 
Genealogy: Explore 
Social practices and power relations in which teachers work. Examine changes in institutional practices and the changed 
dynamics of power.  
Data analysis and theorising Stage 5: Using system 
relations to explain 
findings 
 
Analysis of case study as a subset of wider historical context.  Create a model of governmentality that includes both 
disciplinary power and technologies of the self.  
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In taking a more in-depth look at the research activities in the site itself, Table 3.4 
provides an audit trail of the research process detailing specific timelines of the 
actual case study.  
 
Table 3.4 – Audit trail of research activities during phases 1 and 2 
Phase Weeks Details of activities undertaken, data collected and analysis conducted 
Pre-site -4 to 0  Four weeks prior to commencement I contacted the principal via email 
and phone. Two weeks later I had a face to face meeting with a 
provisional go ahead. The following week I had a meeting/interview with 
the executive of the school (principal, deputy, heads of school). 
Permission was given and the principal signed the consent form. 
During this time I also created some works of abstract art to start 
exploring preconceptions (outlined in section 4.2.3). 
Phase 1 
Observations 
1 – 3 During the first three weeks I spent time attending morning devotions 
before school, meeting and getting  to know staff members, familiarising 
myself with the layout of the school. I also had an interview with the 
schools financial manager to get FACTUAL information on the school 
including history, financial information and staff numbers. I was also 
permitted to observe several lessons.  
During this time I recorded my observations with the focus on 
interactions, discursive fields and social practices. I also used this time to 
collect documents from the school. More works of abstract art were 
created here. I also used this time to build rapport and relationships. 
Transition 4 Week 4 was used to continue observing and to set up with the deputy 
principal an interview schedule. During this time, I also organised to get 
participant consent forms from staff. These were circulated and signed. 
Week 4 also marked the beginning of preliminary analysis where I made 
notes focusing on the frameworks of disciplinary power using Gore‘s 
(1998) framework. 
Phase 2 
Participant 
Interviews 
5 – 10 During these weeks I undertook extensive interviews of participants, 
usually between three and five participants a day, sometimes more. In 
addition, I continued to attend morning devotions as well as afternoon 
staff meetings. Normally, I would also observe about 2-3 lessons per 
week. In the evenings and days between site visits, I would transcribe 
notes and use interviews to create pieces of abstract art based on 
participants‘ views, stories, impressions and metaphors. I continued to 
also collect document sources. Several casual teaching days were also 
undertaken. Building trust was an ongoing priority. 
Data analysis continued as I made notes about sources of disciplinary 
power. 
Holidays 2 weeks During the school holidays, I continued abstract art creation, transcription 
and preliminary data analysis. 
Phase 2 
Participant 
Interviews 
(cont…) 
11 – 16 Continued with intense interviews, observations and creation of abstract 
art. The number of abstract art increased significantly during these weeks 
as patterns began to emerge. Many participants were also reinterviewed 
during this time. Focus during the interviews shifted more towards 
technologies of the self and governmentality in general including forms of 
resistance as I had gained greater participant trust. 
Phase 2  
Abstract Art 
17 – 20 Week 17 was a ‗testing of the waters‘ introducing abstract art to groups of 
participants. This was very successful and notes were made for individual 
follow up. Weeks 18 to 20 was a very intense period of individual 
interviews and source checking of abstract art (ethno-symbology). 
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3.4 SETTING AND PARTICIPANTS 
Due to the sensitive nature of my topic, my initial approach was to conduct covert 
research in a site in order to avoid the potential problem of facades. Nevertheless, 
this option was rejected by the Human Research Ethics Committee at the University 
of Southern Queensland and they insisted on up front disclosure and participant 
consent. Nevertheless, to protect the school and all participants, all names given in 
this thesis are pseudonyms.  
It turned out that through persistence, willingness to help the school out and 
some serendipity, access to data was unrestricted and fully supported. I approached 
the school, Green Hills Christian College (pseudonym) on recommendation from a 
principal of a sister school. The school can be loosely described (to protect identity) 
as fundamentalist Christian. As a benefit to the college I agreed to perform their 
cyclical review of school improvement that was loosely related to my study on 
governmentality. This role turned out to be very advantageous in terms of giving me 
unrestricted access to the school and its entire staff, including teaching staff, teacher 
aides, administration and ancillary, executive and all other support staff. In point of 
fact, I was encouraged to gather as much data as possible in order to ensure a 
thorough review. Staff were given time and were encouraged to cooperate with my 
data collection. 
As far as participants were concerned, the cyclic review enabled me to not 
just conduct a sample, but rather very close to a complete census of the school 
personnel with 100 out of 103 staff being interviewed including: teaching, support 
and ancillary staff (The three staff that declined did so based on time pressures). 
Some staff were interviewed only once, others were interviewed many times. The 
number of interviews both formal and informal depended on many factors, such as: 
time/availability, access, level of rapport, depth of insights, and availability for more 
detailed case study of a given participant‘s views. Approximately 50% of staff 
were interviewed more than once. Further, through building rapport and collecting 
independent research, staff saw me as someone who was willing and able to give 
them a voice. In addition, they saw me as a person that could have influence through 
the review to affect positive change within the school, while at the same time I was 
able to establish, through rapport and trust, that I was not being paid or under direct 
influence of the school system hierarchy. Abstract art works were created using 
insights for all interviews as part of the ethno-symbology process. However, abstract 
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art was presented to 50 participants to gain their insights, 42 of these were 
teachers.  
3.5 SITUATING THE RESEARCHER AND FRAMEWORKS USED 
A common mistake, particularly with ethnographic forms of research is a failure to 
situate the researcher (Berry, 2006; Hesford, 1999; Tedlock, 1991, 2005). Situating 
the researcher will be done in a three-fold manner. Firstly, situating the researcher in 
relation to the method, that is, how does the use of a critical ethnographic approach 
affect the role of the researcher? Secondly, there is the relationship between the 
researcher and the site as well as its participants. This means looking at matters such 
as how access was granted, the site details, the researcher‘s role on the site, how 
rapport was gained with participants and so forth. Finally, there is situating the 
researcher in relation to the socio-historical context. In other words, looking beyond 
the experiences of the researcher to include a history of the present.   
3.5.1 Situating the Researcher in an (Auto)Ethnographic 
Approach 
The move towards more autoethnographic forms of research has also seen a trend 
toward not only greater participation from researchers, but also greater levels of self 
consciousness and awareness (reflexivity) at the personal, cultural, social and 
political levels (Angrosino, 2005; Ellis & Bochner, 2003; Tedlock, 1991, 2005). 
Reflexivity is therefore an important dimension of autoethnographic research where 
our own experiences become lenses to the world and these need to be made clear 
(Ellis & Bochner, 2003). In other words, reflexivity makes transparent our own 
political agenda (Richardson, 2003). Furthermore, reflexivity sheds light on how we 
construct ourselves as Saukko (2003, p. 84-85) outlines: 
Self-reflexive autoethnographies can be conceptualized in terms of 
Foucault‟s technology of the self, which refers to a practice of doing an 
inventory of discourses that have constituted one‟s self. 
3.5.2 Situating the Researcher in Relation to the Case Study 
Site and Participants 
My role in the school had a dual purpose, collecting data for the cyclic review as well 
as data for my research study. This role was performed between two and three days 
per week on a rotating basis (two days one week, three days the next) for a period of 
six months.  In addition to my role as a cyclic reviewer, I was also given several 
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casual teaching days. This role helped to give me membership of and greater 
integration with the teaching staff. 
Initially, I was introduced to staff as a visiting teacher who was doing the 
cyclic review. This was done to ensure that staff were not put off or did not feel 
intimidated that I was a researcher. I used this opportunity to observe, get a feel for 
the school, collect documents, as well as build rapport. This was stage one of the data 
collection which focussed on my perspectives and impressions only. After several 
weeks in the setting, the principal and I agreed it was time to also mention the 
research for ethical reasons. This was done by myself in conversations and was also 
announced to the staff by the principal during my third week on-site.  Subsequently, I 
proceeded with more in depth data collection techniques including: classroom 
observations, informal and more structured interviews as well as relating to staff on a 
more personal level.  
3.5.3 Situating Context beyond the Researcher 
Foucault made it clear that our present situation is based on a history of the present 
(Marshall, 1996). Therefore, in order to get the historical context beyond the 
researcher, Foucault‘s methods of archaeology and genealogy were utilised. 
Although at first glance, examining the historical context seems objective and 
beyond the researcher, nevertheless it does involve the making of choices in relation 
to focus. Hence self-reflexivity in the historical analysis was just as important as for 
the critical ethnographic stage, since direction of focus needed to be made explicit. In 
sum, the historical context broadens the framework beyond my somewhat limited 
perspectives; nevertheless, this history of the present is guided by the researcher‘s 
analysis of ethnographic data. 
3.5.4 Frameworks 
This study looks at governmentality in schools in the sense used by Foucault, that is, 
how subjects are governed. Although governmentality in school is broad, this study 
limited its focus to impacts on the teacher as a professional; that is, how teachers are 
governed and how they govern themselves. Several frameworks, as outlined in Table 
3.5, were used as a guide. More detailed outlines of these frameworks are presented 
in Appendix A.  
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Table 3.5 – Outline of frameworks for the study of governmentality 
Author Framework Description 
Simola et al. (1998) 
(Dean, 1999) 
Overall framework 
on governmentality  
(3 – dimensions) 
In their study on the modern Finnish teacher, Simola 
et al. (1998) constructed a knowledge, power and 
subject triangle that incorporates both disciplinary 
technologies (political anatomy) and technologies of 
the self. The researchers then constructed a second 
triangle with key focus questions. 
Dean (1999) Governmentality - 
analysing regimes of 
practices  
Looks at practices in terms of both disciplinary 
power and technologies of self 
Gore (1998) Disciplinary power Examined discursive relations and practices in an 
ethnographic study on four sites. A similar 
framework could be applied to teachers within the 
institutions studied. 
Dean (1999) 
J. Simons (1995) 
Technologies of self Four dimensions as outlined by Foucault to examine 
ethics of self.  
Lysgard (2004) Interaction of 
disciplinary power 
and technology of 
self 
A two dimensional axis of power for 
conceptualizing agency and resistance.  
3.6 DATA COLLECTION STRATEGIES AND SOURCES OF 
EVIDENCE 
Consistent with ethnographic approaches, data was collected through multiple 
sources including observations (field notes), interviews (structured and informal), 
and document analysis (Bernard, 2002; Carspecken, 1996; Van Maanen, 1988; 
Wiersma, 2000). Table 3.6 provides a summary of the research database. 
 
Table 3.6 – Overview of database for research stages 
Stage (Carspecken, 1996) Database (data sources) 
Stage 1 – Researcher‘s data 
collection 
 
Observations, field notes, documents, creation of symbolic 
artwork 
Stage 3 – Data from participants 
 
Structured and informal interviews, observations, field notes, 
documents, artwork, group interpretations of artwork, 
individual interpretations of artwork.  
Stage 4 – Historical data 
collection 
Primary documentary sources (newspapers, texts) and 
secondary documentary sources  
3.6.1 Documents 
A variety of document sources were used in investigating aspects of 
governmentality. This not only included the documents themselves but also 
important aspects that were missing from the documents, level of awareness of 
document contents as well as questions on who produced the document, its purpose, 
structure, language, implications and so forth (Atkinson & Coffey, 2004; Charmaz, 
2006). Equally important is the need to recognise that documentary data 
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complements other data sources but does not necessarily mirror reality or what is 
actually occurring (Charmaz, 2006). Consequently, for this study, documentary data 
was seen as representing aims or intentions rather than reality, nevertheless, these 
documentary sources were viewed as reflecting key rationalities in the 
governmentality of the school. Furthermore, congruence with the aims of the study, 
Charmaz (2006) suggests that texts also need to be seen as political, that is, they have 
an intended purpose and are part of the flow of power.   
The following categories of documentary evidence were collected and used: 
1) Internal information documents – such as staff handbook, policies, 
agreements, etc. 
2) Promotional documents – parent information, website, newletters, etc. 
3) Strategic documents – school strategic plan, annual report, etc. 
4) Governance documents – organizational chart, consulting company docs. 
5) Other – documents not included in the above categories. 
A full list of document sources is listed in Appendix B. 
3.6.2 Electronic Sources: Emails and Social Forums 
In my role as school reviewer, I was given an email account with access to all global 
emails. These were an extremely valuable source of data as emails were used by the 
principal and other executive as the primary form of communication to staff, not only 
of events but more importantly of any issues that need to be addressed within the 
school. In addition to global emails, I was also given printed copies of personal 
emails that participants thought were relevant and voluntarily contributed as part of 
the consent process. All these were accepted and treated with the strictest confidence.  
Social forums include social network sites where staff create identities and 
create a personal profile. These were used as a tool in examining how participants 
constructed their identities.  
3.6.3 Observations 
Observations were both formal and informal. Informal observations included school 
structures and routines, key events (staff meetings, devotions, assemblies). They also 
included interactions between staff, school hierarchy and students in a number of 
settings, such as: outside classrooms, corridors, playground and staffrooms. 
Observations that related to my focus of study were recorded in a notepad. 
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In addition to informal observations, as part of the school review I was given 
access to observe classes. Hand written notes were taken during the lesson that 
focused on pedagogy and language used by staff.  
3.6.4 Field Notes 
Traditionally field notes have been linked to observations, nevertheless, Richardson 
(2003) in adopting an autoethnographic approach, advocates broadening these to four 
distinct categories: 
1) Observation notes (ON) – Accurate, concrete, detailed of researcher‘s 
perceptions. 
2) Methodological notes (MN) – Notes to myself on how to collect data, who 
to talk to, problems etc. 
3) Theoretical notes (TN) – Hunches, hypothesis and connections. 
4) Personal notes (PN) – Feeling statements about research, people I talk to etc. 
Therefore note taking was divided into these categories using 4 coloured notepads, 
one for each category. Samples of field notes are presented in Appendix C. 
3.6.5 Interviews 
Several interviewing techniques were used in the study. Firstly, the school review 
made provision for structured interviews. Research frameworks (3.5.4) were used to 
guide the formation of interview questions as supported by Charmaz (2006). A list of 
sample questions used, based on these frameworks, is provided in Appendix D. 
Questions were initially open and then became more focused as advocated by 
Charmaz (2006). Practically, this meant that based on participants‘ responses I could 
continue a line of questions that would provide further insights into governmentality. 
In elucidating the narratives of others, Fontana and Frey (2005) have noted 
the reflexive concerns of how the researcher affects a traditional interview. As a 
result, Fontana and Frey (2005) advise using creative interviewing techniques that 
are unstructured, informal and conversational thus minimising the researcher‘s 
influence. In particular, it is important to seek out epiphanies and critical incidents 
that leave a mark on people‘s lives (Fontana & Frey, 2005; Tripp, 1993). Tripp 
(1993) argues that critical incidents play an important role in teachers‘ professional 
judgement and are an essential aspect of analysis.  
During the study, critical incidents were sought as a follow up or to clarify 
focus questions during structured interviews. Participants were asked to provide 
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examples or incidents to support answers to questions. In addition, during informal 
discussions I would ask participants if they could provide examples (stories) to 
illustrate their views and perspectives. For example, one day staff were discussing 
the problem with resources in the school. When asked for more details, one 
participant gave details of a specific incident with primary school ‗readers‘ (books).   
As indicated in Table 3.4, the majority of time on site from week 5 onwards 
was spent interviewing participants. During breaks, I would join in on informal 
discussions in different locations around the school including, but not limited to, the 
staff room (many staff did not use this facility).  
3.6.5.1 Recording and Transcription 
Informal interviews/conversations were digitally recorded immediately after the 
event in an isolated area. Focus was on describing key content and body language. 
Structured interviews were recorded directly using a Sony ICD-P620 digital voice 
recorder. Simultaneous note taking was conducted focusing on key points made by 
participants as well as body language and gestures. Due to the personal and sensitive 
nature of data, the digital voice recorder was kept on my person at all times during 
school visits. After each day, interview files were downloaded on my home computer 
and converted to MP3 format. After data backup, these files were erased from the 
digital voice recorder resulting in an empty data store at the beginning of each day.  
At the end of each day or as soon as possible these MP3 files were 
transcribed manually using Digital Voice Editor 3 software which allowed easy 
search and manual adjustment of playback speed. Hand written notes were then 
added to these transcripts including non verbal cues as well as extra information not 
digitally recorded (see 3.6.5.3). 
Simple transcription conventions were used including:  
 italics  for emphasis,  
 ( )  to include added commentary on mood, body language etc. 
 P:  to  represent a paraphrased section 
Furthermore, during transcription notes were made relating sub sections to the 
broader area using the following codes: 
 DP – Relating to disciplinary power 
 TS – Relating to technologies of the self 
 Dis – Related to discourse 
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 Soc – Related to social practices 
These codes during transcription were the starting point for further analysis (see 
section 3.7) 
3.6.5.2 Dealing with Facades 
As a researcher in an institutional setting, gaining an understanding of people‘s 
everyday activities is not as easy as many researchers believe (D. E. Smith, 2005). 
One must be careful to avoid being led by institutional conceptions of work as 
opposed to what is actually done (D. E. Smith, 2005). Furthermore, selection of 
informants is an important decision and care must be taken to realise that many 
informants cannot reveal all details of a culture particularly when there are 
segregated sub cultures (Goldthorpe, 2000). Goldthorpe (2000) makes this point 
rather emphatically by outlining criticism of Willis‘s (1977) famous ethnographic 
study Learning to Labour. The criticism of Willis stems from his narrow focus on the 
‗working class lads‘ at the expense (or ignorance) of other subcultures (e.g. those 
who accept school norms) (Goldthorpe, 2000). 
Wolcott (1999) also warns that in ethnographic research there is always the 
danger of people putting on a false image, a mask, a facade with the aim of creating a 
more favourable impression. Nevertheless, these issues can be managed in several 
ways, namely: undertaking extended periods on the site (in my case six months), 
building rapport and clarifying the role of the researcher (Wolcott, 1999). All these 
strategies were essential in enhancing the trustworthiness of data. Interestingly, I had 
first hand experience with all these aforementioned dangers.  
During the early stage of interviews, it was blatantly obvious and certainly 
not subtle that some participants were putting their best face forward, for example in 
one case after I had finished recording an initial interview, the teacher came back and 
said in a serious tone, 'make sure you add that I like the principal.' Over time and 
with increasing rapport the facades came down and people felt free to tell me what 
they really thought and some were very forthright. Finally, during other initial 
interviews, some participants checked several times in an attempt to clarify my 
position with questions like 'This is confidential, isn‘t it?' and 'What exactly is your 
relationship with the school?' and 'Are you being paid for this role?' After clearly 
reassuring participants that I was independent and bound by strict ethical guidelines, 
they opened up with very personal and sensitive information.  
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In addition to people putting on facades and thus giving inaccurate or 
misleading information and impressions, Charmaz (2006) also advises researchers 
that people often have unstated purposes in why they are giving information. 
Consequently in response to this challenge, I would always try and determine 
people‘s intentions by building connections at the emotional level by asking them 
questions like 'how did that make you feel?' or 'how did that incident affect you?' 
This line of questioning helped to make intentions more transparent.  
The final point in dealing with facades was dealing with people‘s concerns 
that they were being recorded. Consequently, I was sensitive to people who were 
willing to share their thoughts, but apprehensive about being digitally recorded by 
giving them the option of not being digitally recorded.  
3.6.5.3 Recorded/Not Recorded 
The purpose of this option was to put a participant‘s mind at ease, especially those 
who were concerned about having sensitive information recorded. In other words, it 
was not that they were hesitant about sharing this information, it was more a case of 
the fact that it was recorded and the consequences if those recordings were to fall 
into the ‗wrong hands‘ (school hierarchy). Nevertheless, not all participants were shy 
or concerned about making their views known. In fact some were very bold with 
statements like, 'Robyn, when you get some time bring that tape recorder to me, I've 
got lots of things I can tell you about the school.' Even so, providing the non-record 
option was an important tool in elucidating more detailed responses from some 
participants. 
The way I would present this option is as follows. If I felt that participants 
were concerned, holding back or indicative that they had more to say I would turn off 
the recorder in front of them and ask, 'Is there anything that you would like to add 
without being recorded?' Several participants then gave more detailed responses on 
sensitive issues from which I took written notes. Others gave contradictory 
information when they were not recorded compared to what they said when they had 
been recorded during the interview; in particular attitudes towards hierarchy. 
Essentially, getting at participants true thoughts took time, patience, rapport and 
understanding. Any inconsistencies were dealt with through a process of continued 
source checking.  
 96 
3.6.6 Artwork 
Given here is a brief overview of artwork in the context of the research. 
Nevertheless, because it became such an important tool in both data collection and 
presentation, the following chapter (Chapter 4) is dedicated to a newly developed 
method of ethno-symbology. For this study, art developed as an important data 
source that could be triangulated (or crystallized) with other data sources such as 
interviews and documents. Artwork had a dual purpose; firstly, as a tool of 
reflexivity to make explicit my perspectives, subjectivities, orientations and biases 
and secondly as a data source to gain insight into perspectives and feelings of 
participants.  
3.6.6.1 Artwork as a Tool of Reflexivity 
During my previous experiences an educator, I had used drawings as reflections over 
time to consider how my point of reference of an experience/event may give rise to 
change within myself as a professional. Furthermore, I reflected on how, to me, these 
changes can affect the discourse of professionalism as a teacher.  
My reflections (experience, thoughts, feelings) which were expressed through 
art guided the direction of my PhD research, though I did not realise its effect on me 
at the time. From this, I now realised that I needed to explore my own value 
orientation prior to the commencement of my study. 
The included artwork, which were charcoal drawings, depicted where I was at 
a given point of time and space; reflected by not only the internalisations of 
experience of ‗self‘ and ‗subject‘, but also how disciplinary mechanisms act on the 
body. In other words, being both subject to and subject of the working relations of 
power – ‗imbalances of power‘ played out via tactical uses of given systems of 
operations: networks, currents, relays, points of support and differences of potential 
that characterize a form of power within the everyday operations of a school 
(Foucault, 2006). Examples of these are provided in chapter 6.  
These drawings became a point of reference when I arrived at the research 
site for my thesis. Through personal observations, I began to draw and consequently, 
these drawings formed part of my own experience as an active participant, the 
everyday ‗lived experience‘ as an educator in a contemporary school. Table 3.7 
outlines when these images were created including how many were created at each 
stage of the research. 
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Drawings also became a component of what was being discussed during 
interviews/meetings. This included facts, ideas, words used, feelings, images, 
metaphors, examples, illustrations, stories – both personal and biblical accounts; 
elements of the confessional (prayer gatherings, staff share, bible studies), and 
teachers‘ practical theories expressed by the participant. After the interview, I would 
conclude by drawing about what I thought the participant had noted, as well as, how 
I perceived the participant‘s responses in addition to my own feelings about what 
was being said, separate from the participant. The majority of images were created in 
response to these interviews (See Table 3.7).  
 
Table 3.7 – When artworks were created 
Artworks created 
during: 
Number of artworks 
created 
Number of these 
artworks chosen by 
participants 
Number of references 
made to artworks 
Pre-site 9 6 11 
Preliminary 
observation 
13 11 30 
Initial interviews (100) 99 62 144 
Follow up interviews 
(50) 
14 9 13 
Ongoing observation 19 10 15 
Initial presentation of 
artworks
*
 
3 3 4 
TOTAL 159 (157 charcoal 
drawings + 2 wax 
drawings) 
101
^
 217
+
 
Notes 
* 
 Some participants did not find a drawing that adequately represented their perspectives. They would 
provide a description from which I would create a drawing and then source check with participants.  
^ 
Images were grouped into themes with 65 out of the 101 images referenced being presented in the 
analysis (chapter 7).  
+  
Although participants were asked to identify the three drawings they most identified with, many 
chose around 5 images. 
 
3.6.6.2 Artwork as a Data Source 
Having established my own contextual position, I then sought to represent these in a 
series of drawings which were presented to participants as follows. During a 
participant's first encounter with the drawings, I was careful to not pose a leading 
role for participant's choice of pictures. I did not want to influence what they had to 
say about the images. Actually, I let them do the talking and discuss how a certain 
image made them feel, or what experiences were triggered; thereby allowing 
 98 
participants to talk about what was most pertinent for them. Table 3.7 outlines the 
number of artworks referenced and chosen by the 50 participants.  
I asked each participant to look through the portfolio before I asked any 
'reflective' questions. I did mention to the participants that I had a portfolio of 
drawings/wax art work with me, and wondered if they would be interested in looking 
at pictures I drew to enable me to gauge how certain images evoked a given response 
in the participant. Also, to see if they had anything else to add to the interviews based 
on what was presented before them. I went further to say that these images are 
reflective of a journey that we had taken together; I wanted to be able to view their 
'lived experience' from the corner of my room, which became the voice of their 
heart. This process enabled me to source check what my observations were as well 
as what arose from interviews. 
No titles were made visible to the participant (as to not direct/influence their 
position and contextual arrangement of ideas). I did have themes, words, contexts 
and metaphors for each picture depending what the drawing depicted; but these were 
strategically kept out of view from the participant. I wanted to see if they themselves 
were able to disclose to me themes or metaphors mentioned or discussed with me 
prior, during the interviews, but also to see what else the drawings would elicit in a 
participant. 
What actually happened when they started to view the drawings was that 
participants often asked questions. I allowed the participants to ask me any clarifying 
questions, and for each picture and for each participant, the questions were different. 
This meant that what the participant asked me was reflective of their own 'lived 
experience', not that I asked a whole range of different questions of participants. That 
being said, for me to allow further expansion of a drawing, so I did not misrepresent 
what the participant had just discussed, I tended to phrase back to them what they 
had disclosed to me, making certain the 'context' was correct. Also, if a given picture 
resurrected a thought, I would tease out that thought. In addition, I did ask 
participants, for example, if there was a picture that represented to them the way in 
which they perceived themselves as a professional and in what way they felt a given 
drawing could describe how they felt treated as a professional within the school 
context. 
In sum, the artwork was deployed as a provocative instrument, and was only 
introduced to participants toward the close of the study; this was done as a means of: 
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 Reflection - A way for participants to visually identify with what they had 
already spoken about. 
 Extrapolation - To further extrapolate (draw out and expand upon) the 
images, metaphors, illustrations and practical theories they had discussed 
within an interview. 
 Source checking - With participants to see if they could in fact identify with 
what they had communicated in a formal or informal interview arrangement, 
with a visual display of their experience selected from a portfolio of artworks. 
 Cross checking - An avenue to check my personal observations of 
participants‘ behaviours and interaction patterns. 
 Elicitation - Art work encourages another to consider how a given drawing 
might provoke other points of view and interpretations as it relates to 
internalisations and forms of disciplinary power. 
 Presentation - Used as a presentation tool along with narratives and poetry to 
better understand how governmentality - relational flow of power in a 
contemporary school affects teachers as professionals. 
Bochner and Ellis (2003) support the use of art as an important method of 
inquiry, especially in provoking imaginative, emotional and more intimate aspects in 
participants. For example, if a participant mentioned a metaphor such as a spider‘s 
web, I would then probe the participant for more details on how this was the case, 
what represented the web and so forth.  
3.6.7 Artwork and Researcher: Confidant and Therapist 
Initially from my role as researcher, over time I developed the role of a confidant, 
with participants sharing very sensitive information; so sensitive, that ethically I 
could not use such material in the study. I became a voice for participants, with one 
participant begging me, ‗please tell our story‘. They shared their pain and struggles 
through all their hard work and dedication, willingly giving up their limited and 
precious time. After the introduction of the artwork, my role transformed to an even 
deeper level to that of a therapist. Several participants actually used the word 
‗therapy‘ in being able to express their interpretations of artwork; to have the 
opportunity to express their thoughts, feelings and discontents.  
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3.7 DATA ANALYSIS 
In congruence with the principles of grounded theory, data collection and analysis 
was a cyclical and intertwined process (Charmaz, 2006; Charmaz & Mitchell, 2001). 
It followed Carspecken‘s (1996) five stage process with initial analysis commencing 
at stage two, based on the participant observer‘s notes, observations and views. The 
second analytical stage followed after data collection from other participants through 
interviews and further observations which was compared and contrasted against 
stage two analysis.  
Although both data gathering and analysis were guided by the areas of focus 
and frameworks (3.5.4), it is important to note that there were no predefined 
hypotheses or theories. In other words, the analysis was inductive with no deliberate 
a priori assumptions. Tacit, hidden or implicit assumptions were dealt with through a 
continual process of source checking which was done directly from interviews and 
also indirectly through the method of ethno-symbology. The areas of focus and 
frameworks shone the light on what the important areas of focus might be and 
therefore provided categorization guidelines (from transcription codes), but the 
important question of how was developed inductively by placing the data using the 
given frameworks (Appendix A). It is also imperative to note that frameworks were 
used as a tool, as a guide only, and subsequently care was taken to adhere to 
Charmaz‘s (2006) caveat of not forcing data into categorizations. After all, 
ethnography‘s purpose is to discover rather than impose order or perspectives onto an 
institution or setting (D. E. Smith, 2005). Yet researchers are often unaware that they 
put preconceptions onto data, especially when coding (Charmaz, 2006). In order to 
rectify this problem, Charmaz and Mitchell (2001) recommend using different 
coding techniques for observation and interview data, in addition to developing 
categories on an ongoing basis. Initially keeping these data sources separate allowed 
for better crystallisation of data to ensure credibility and trustworthiness. 
As part of the cyclical process during collection and analysis, theoretical 
sampling was conducted to complete ‗gaps‘ in categorizations in order to achieve 
data saturation (Charmaz & Mitchell, 2001). All data sources were included in data 
analysis and also triangulated for consistency, yet allowing for polyvocality and not 
forcing a single monologic meaning (Stake, 2005). 
Stage four of Carspecken‘s (1996) five stage process, the historical analysis, 
was conducted only after analysis of critical ethnographic and autoethnographic data 
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was complete. Key discursive fields and social practices that arose from the  critical 
ethnographic study were historically traced incorporating Foucault‘s methods of 
archaeology and genealogy.  
Overall, analysis went through a number of stages as outlined in Table 3.8. 
As Table 3.8 indicates, analysis was a continual ongoing process, intertwined with 
data collection. Even so, some key stages of analysis were only undertaken after a 
previous phase had been completed. Crystallisation and source checking were 
fundamental tenets of the analytic process. 
Finally, it needs to be made clear that analysis for interviews and artwork 
while both inductive, differed in approach. While specific frameworks (Appendix A) 
were used to guide analysis for interview data, analysis of artwork was grouped into 
themes. These themes were loosely based around organizational metaphors and 
governmentality. Numbers of references to artwork are outlined in Table 3.7.     
 
Table 3.8 – Summary of stages of analysis 
Phase Analysis Undertaken Outcome 
Pre site Creation of abstract art to 
highlight pre-conceptions. 
Works of abstract art. 
End of Phase 1 
(week 4)  
Preliminary analysis of my 
observations using frameworks. 
Theoretical notes on how systems of 
disciplinary power relate to frameworks.  
Overview of key discursive fields (e.g. Servant 
Heart of God) and social practices (e.g. 
morning devotions). 
During phase 2 
(weeks 5 to 16) 
Creation of abstract art based on 
interviews of 100 participants. 
Transcription and categorization 
of interviews based on 
frameworks. 
Works of abstract art. 
Coded interview notes that are linked to 
frameworks. 
Interviews sourced checked. 
 
During phase 2 
(weeks 17 to 
20)  
Analysis of abstract art through 
source checking with 
participants – ethno-symbology. 
Participant interpretations of abstract art. These 
were then grouped into common themes based 
on identified images.  
Phase 3  
 
Narrative construction – 
provocative narratives were 
constructed based on 
triangulated sources 
(observations, documents, field 
notes, interviews) but weighted 
on interview supported data. 
Creation of provocative narratives using 
metaphors. 
Phase 4 Historical analysis based on key 
patterns and findings of case 
study. 
Presentation of historical context. 
Phase 5 Search for significant data 
patterns from case study and 
historical overview. 
Conclusions. 
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3.8 ENSURING QUALITY: METHODOLOGICAL APOLOGIA 
The crisis of representation has shaken the truth claims of all forms of ethnographic 
research (Barker & Galasinski, 2001; Delamont & Atkinson, 2004; Marcus, 1998; 
Noblit, 2003; Prus, 1996). Consequently, these concerns must be responded to in 
order to ensure this thesis (like any form of ethnographic research) is not only valid 
and reliable but also of a high quality. This section not only addresses these concerns 
but also outlines key guidelines that I have followed to ensure quality and rigour. A 
summary of these issues is presented in Table 3.9 below. 
 
Table 3.9 – Summary of issues related to quality 
Issue of quality How it was achieved 
Credibility and 
dependability 
Used audit trail, prolonged engagement and persistent observation, thick 
descriptions and member checking. Large sample size within case study 
site.  
 
Trustworthiness Extended time on site, built rapport, situated the researcher through 
reflexivity, multiple source and member checking, presented polyvocality. 
 
Transferability  
 
Developed detailed, context specific knowledges rather than grand 
narratives. 
 
Overall quality  Developed the following: 
Substantive contribution, Aesthetic merit, Reflexivity, Impact, 
Expression of a reality. 
 
3.8.1 Triple Crisis of Representation 
During the 1980s the crisis of representation emerged where issues of validity and 
reliability, thought settled through scientific methodology, were once again made 
problematic (Denzin & Lincoln, 2005b). Not only was there the recognition that 
informants routinely lie to researchers (Denzin & Lincoln, 2005b), there was also the 
exposing of the myth of the detached observer who cannot fully represent the lived 
experience of others without inserting some aspects of self  (M. Q. Patton, 2004). 
Recently, this crisis has been extended to a triple crisis of representation, legitimation 
and praxis (Denzin & Lincoln, 2005b; Holman-Jones, 2005). The crisis of 
representation states that researchers can no longer capture lived experience because 
it is mediated through the written discourse of the researcher (Denzin & Lincoln, 
2005b). The crisis of legitimation undermines the legitimacy of research, that is, its 
interpretation, validity and reliability (Denzin & Lincoln, 2005b). Finally, the crisis 
of praxis asks, how is it possible to effect change if society is only ever a text? 
(Denzin & Lincoln, 2005b). 
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3.8.2 Responding to the Triple Crisis of Representation 
There have been a number of responses to this triple crisis. Firstly, there is the 
epistemological shift from the detached observer to more participatory forms of 
research (Angrosino, 2005; Denzin & Lincoln, 2005b). Along with this shift is the 
rejection of binary oppositions such as self and other, objective and subjective; 
instead Tedlock (1991, p. 71) uses the term ‗human intersubjectivity‘ that focuses on 
interactions. Further to this, there is also a rejection of socio-historically constructed 
binary oppositions in writing, in particular literary and scientific (Richardson, 2003). 
Secondly, there has been a move towards interpretive, narrative and critical 
forms of inquiry (Holman-Jones, 2005; Tedlock, 1991). In other words, there was a 
shift from representation to presentation; that is, using personal stories as a means of 
altering contexts (Holman-Jones, 2005; Tedlock, 1991). As a means of presentation, 
performance is advantageous as it allows for a strong notion of agency with the 
assumption that our identities and actions are a series of improvised choices made 
within social and cultural guidelines (Holman-Jones, 2005). 
3.8.3 Caveats with Critical and Autoethnographic 
Approaches 
Nevertheless, critical approaches including autoethnography have been criticised on 
some fronts. First, is the focus on emotional aspects (Ellis & Bochner, 2003). In 
response to this, Ellis and Bochner point out that emotional aspects have been added 
to cognitive perspectives as an important component of feminist theories. Secondly, 
autoethnography can result in self-indulgent and narcissistic products, which 
Etherington (2004) argues is more a product of poor methodology and often is easily 
evident to the reader.  
3.8.4 Credibility and Dependability 
The crisis of legitimation has made the traditional terms of reliability (or 
dependability) and validity (or credibility), problematic (Denzin & Lincoln, 2005b; 
Holman-Jones, 2005). Traditional techniques for methodological rigour can and were 
still used in the study. These included: providing an audit trail – clear and systematic 
presentation of process (Hoepfl, 1997; M. Q. Patton, 2002); prolonged engagement 
and persistent observation (Crawford, Leybourne, & Arnott, 2000); and thick 
descriptions (Crawford et al. 2000; Stake, 2005). Nevertheless, other techniques such 
as member checking and triangulation have become problematic. Both these 
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techniques aim to gain consensus and form a rigid monologic voice (Angrosino, 
2005; Denzin & Lincoln, 2005b; Saukko, 2003). However, due to differences in 
people‘s perceptual filters, it is often not possible or desirable to reduce data to a 
consensus without drowning out certain voices; instead it is better to produce 
multiple voices and represent a polyvocality (Angrosino, 2005; Denzin & Lincoln, 
2005b; Richardson, 2003; Saukko, 2003).  
Furthermore, in supporting credibility or validity, evidence given must be 
plausible with more central arguments requiring higher degrees of evidentiary 
support (Hammersley, 1992). Moreover, the type of claim being made will also 
influence amount of evidence needed with the following categories (definition, 
description, explanations, theories) requiring ascending levels of support 
(Hammersley, 1992). In defining validity itself, Gallagher (2006) outlines the 
following three constructs: 
1) Face validity - Member checking by recycling data back through 
participants. This was achieved through direct source checking of interviews. 
2) Construct validity - Are actual constructs occurring in reality and not just 
in the researcher‘s mind. This was achieved by using clearly defined and 
specified frameworks. 
3) Catalytic validity - Check researcher‘s meanings against participant‘s 
meanings. This was achieved through the method of ethno-symbology where 
meanings were checked through abstract art. This will be discussed in chapter 
4. 
Consequently, attention was paid to these constructs through the aforementioned 
techniques of achieving methodological rigour noting the limitations in trying to 
reduce data to a single meaning.  
3.8.5 Trustworthiness 
Another outcome of the triple crisis was the challenge to traditional notions of 
validity, which were much more problematic than originally indicated (Ellis & 
Bochner, 2003). This was the crisis of legitimation, where researchers‘ attempts to 
accurately represent the lived experience of others was seen as more complex than 
typically acknowledged, deviating from traditional notions of scientific validity 
(Denzin & Lincoln, 2005b). As part of this shift, there was the need to contrast facts, 
the object of traditional measures of validity, with meanings attached to experiences 
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which created a new challenge for validity (Ellis & Bochner, 2003). This resulted in 
a more appropriate term than validity, namely trustworthiness. In other words, is the 
study a trustworthy one, where participants‘ meanings attached to their experiences 
are presented with minimal bias or distortion?  
 Table 3.9 summarises how trustworthiness was achieved in the study. Suffice 
to say, time honoured foundational techniques of ethnography were the main 
techniques used, coupled with greater researcher reflexivity and a commitment to 
polyvocality.  
3.8.6 Transferability 
In terms of transferability, there has been a trend to abandon grand narratives and 
focus on small scale theories that are context specific (Denzin & Lincoln, 2005b). 
Researchers can learn from these specific cases by gaining experiential knowledge 
that occurs in the transfer from researcher to reader (Stake, 2005). For this study, 
although the identity of the site is protected for ethical reasons, explicit detail on the 
context and governmentality of the school is given to allow other researchers to 
compare their experiences.  
3.8.7 Judging Quality 
In addition to these standards, Richardson (2003) (also cited in M.Q. Patton, 2002, 
2004) describes five criteria to judge the quality of autoethnographic work as 
detailed in Table 3.10. 
 
Table 3.10 – Addressing criteria to achieve quality 
Criteria Addressed in the study by… 
1) Substantive contribution – does it 
contribute to understanding of social 
life?  
Detailed and thick account of life in a specific 
context that includes participants‘ stories 
examined using a rigorous framework. 
2) Aesthetic merit – do creative 
analytic practices invite responses? 
Creative presentation of results using both 
fictional narrative as well as provocative artwork. 
3) Reflexivity – is there adequate self 
awareness and self exposure by 
researcher? 
Detailed self disclosure of the researcher as a 
guide including what has led me on this journey. 
4) Impact – does this impact me at 
various levels and inspire a 
response? 
Narratives and artwork are provocative in 
elucidating a response.  
5) Expression of a reality – does it 
embody a true sense of the lived 
experience? 
Detailed, rich descriptions that reflect the lived 
experience. 
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3.9 ETHICAL ISSUES AND CAVEATS 
Prior to commencement of the (auto)ethnographic phase at Green Hills, a completed 
ethics application was lodged and subsequently approved by the USQ Human 
Research Ethics Committee. In addition, a consent form was signed by the principal 
following an initial interview in addition to a group meeting with the principal and 
executive staff.  Prior to conducting structured interviews and informal conversations 
with staff, participant consent forms were also signed.  
The highest ethical priority was given to protecting the identity of the site and 
all participants. Etherington (2004) warns that despite using pseudonyms, people 
may still be recognisable by characterisations and their relationship to the author. To 
avoid this risk, Angrosino (2005) suggests the use of ethnographic fiction and other 
creative means. As a result, all care has been taken to remove any identifiable 
features by using pseudonyms and creative forms of data presentation which will be 
subsequently outlined. 
3.10 DATA PRESENTATION 
In presenting the findings, Richardson (2003) states that the process and product of 
writing are closely interrelated and that writing is a method of inquiry, a process of 
self discovery. In similar fashion, Foucault (1997d) identifies two forms of self 
writing: 1) The hupomnēmata – collections of one‘s perceptions from observations, 
what one has heard and 2) Correspondence - personal writing exercises in a text 
meant for others, in other words, an ‗exchange of soul service‘ (p. 217). Both forms 
were useful for the research project.  
The written products of critical ethnography and autoethnography come in a 
wide variety of forms, including: short stories, poems, fictions and novels (Ellis & 
Bochner, 2003; Hesse-Biber & Leavy, 2006; M. Q. Patton, 2002; Richardson, 2003). 
It involves creative writing or what Stewart (2005) terms cultural poesis, which 
records states of emergence as written by Foucault as well as strategies of agencies 
and forms of struggle.  
In addition to written products, Etherington (2004) also suggests the use of art 
since it enhances creativity. Etherington (2004) gave examples of art to represent 
more abstract emotions that people felt such as anger, isolation or depression. Thus 
responding to the challenge of Denzin and Lincoln (2005b, p. 26): 
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We are in a new age where messy, uncertain, multivoiced texts, cultural 
criticism, and new experimental works will become more common, as will 
more reflexive forms of fieldwork, analysis, and inter-textual representation. 
 
Therefore, creative written products were some form of narrative that combined the 
internal and external gaze (Ellis & Bochner, 2003; Tedlock, 1991) as well as artistic 
forms.  
3.10.1 Forms of Data Presentation: The Museum Tour 
In order to understand or immerse oneself in another‘s culture and gain 
understanding, one often visits a museum. Of course, one can just go around and 
look at the exhibits but to gain the most out of a visit, a guided tour is often the best 
option. Metaphorically, data will be presented as different types of exhibits 
(histories, short stories, poems and art works) followed by a commentary on each.  
This allows a balance of creative aspects (exhibits) and more conventional aspects 
(commentary). The creative aspects add aesthetic merit and impact while the more 
conventional commentary style allows a substantive contribution.  Furthermore, this 
presentation approach introduces another level of accountability where readers 
engage with the exhibit and compare it with the commentary.  
Data will be presented in three separate chapters as summarised in Table 
3.11. Each chapter will focus on a different focus question(s). In addition the form of 
the chapter will also vary.  
 
Table 3.11 – Summary of data presentation 
Chapter Focus 
question(s) 
Topic areas Presentation 
style 
Presentation 
metaphor 
5 4 History of the present 
 
Conventional  Museum Tour Part I: 
Historical Context 
6 1,2 Disciplinary power, 
Technologies of the 
self  
Metaphor, 
narrative and 
poetry  
Museum Tour Part II: 
Narrative Tour 
7 3 Governmentality, 
resistance and agency 
 
Artwork  Museum Tour Part III: 
Art Gallery  
3.10.2 Chapter 5 – Museum Tour Part I: Historical Context 
This chapter will provide the historical overview incorporating archaeological and 
genealogical analysis that will be presented in three sections. This chapter is 
designed to orient the reader to the broader historical context prior to engaging with 
the case study.  
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3.10.3 Chapter 6 – Museum Tour Part II: Narrative Tour 
Storytelling is a fundamental human interaction and an important part of identity 
construction (Tietze, Cohen, & Musson, 2005). Stories are an important means of 
transforming contexts, emphasising and highlighting cultural values, political 
contexts and issues of power and resistance (Holman-Jones, 2005; Tietze et al. 
2005). Further to the use of stories often written in an evocative style, 
autoethnography often also incorporates imagery and metaphors (Denzin & Lincoln, 
2005a). Such techniques are aimed to help the reader participate in and live through 
the experiences of the research (Denzin & Lincoln, 2005a). Metaphors and imagery 
can be used on a number of levels. Firstly, on a personal level metaphors are 
important tools for elucidating and communicating half known or ambiguous aspects 
of the self as well as deep emotions and less tacit aspects such as intuition 
(Etherington, 2004; Grbich, 2004). Consequently, on this level metaphors were used 
when elucidating technologies of the self. Secondly, metaphors can be used on a 
broader level to represent organisations or aspects of organisations. Perhaps most 
well known for his works on metaphors with organisations is G. Morgan (2006) who 
compares and contrasts many alternative metaphors and images of the organisation.  
Notwithstanding the value of metaphors at the personal and organisational 
level, Tietze et al. (2005) issue some important cautions with the use of metaphors at 
the organisational level. At this level, metaphors can create too broad and imprecise a 
picture of the organisation (Tietze et al. 2005). In addition, the language of metaphor 
and imagery can create ambiguity which is contrary to the goal of presenting 
research in a precise, rich and clear manner (Tietze et al. 2005). While metaphors and 
imagery are good tools to access organisational meaning systems, they have dangers 
in the sense that they can create false impressions by accentuating certain aspects and 
minimising others (Tietze et al. 2005). Taking these cautions of metaphors together 
with the emphasis on creativity in autoethnographic research a conundrum arises. In 
response, Tietze et al. (2005) does not advocate the scrapping of metaphors, rather a 
proposal for multi layering of metaphors, or metaphors within metaphors is 
suggested. This is achieved by having a first level overarching metaphor and then 
second level metaphors that allow for more refined conceptualisations and further 
reinterpretation (Tietze et al. 2005). 
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3.10.3.1 Overarching Metaphor: Modus Vivendi Court 
The narrative tour will focus on the dynamics of power and governance within and 
upon the organisation as stated in the research problem. To aid in the presentation of 
exhibits, the overarching organisational metaphor will be Modus Vivendi Court. This 
court is set in medieval England where courts were famous for their power dynamics, 
hence the metaphorical choice. Modus vivendi is Latin for ‗way of living‘ and is 
representative of the governmentality of the school which is more than just modus 
operandi (way of operating). Modus Vivendi Court will be set in the fictional city of 
Millstone. Greater orientation of this metaphor will be undertaken during the early 
stages of chapter 6. 
3.10.3.2 Sub-Metaphors: City-Citizen and Shepherd-Flock  
Following the suggestion by Tietze et al. (2005), this metaphor will be further 
subdivided into two metaphors, the city-citizen game and the shepherd flock game. 
These metaphors were the two competing metaphors of governmentality discussed 
by Foucault as outlined by Dean (1999). These metaphors capture the influence of 
ancient Greece and subsequently Rome as well as the important influence of 
Christianity on the west. Modus Vivendi Court captures both these metaphors as 
these courts were heavily influenced by both ancient Greco-Roman traditions as well 
as Christianity. Furthermore, these sub metaphors allow for further refinement as 
well as competing and even paradoxical notions of governmentality and power.  
3.10.4 Chapter 7 – Museum Tour Part III: Art Gallery  
This chapter will utilise ethno-symbology (see chapter 4) to present a series of 
collages that contain images that participants have identified with. Each collage is 
followed by participants‘ interpretations and then further co-creations of meanings. 
These images and their interpretations were complementary and also tied together the 
rich descriptions provided in chapter 6. 
3.11 CONCLUSION 
In conclusion, this chapter has provided a detailed audit trail outlining how data will 
be collected, analysed and presented. The paradigm was chosen for its ability to 
address the research problem in a rigorous, critical and yet creative style under the 
umbrella of bricolage. Before looking at results, it is important to expand on the use 
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of artwork in this thesis through an exposition of the newly developed method of 
ethno-symbology.    
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Chapter 4 
Method: Ethno-symbology 
 
4.0 INTRODUCTION 
This second chapter on methodology is dedicated to a newly created method which 
will be termed ethno-symbology. Its relationship to the overall methodology has been 
discussed in brief in the previous chapter. This new method uses abstract art created 
by the researcher‘s immersive experience to provide a symbolic language that 
presents participants‘ life worlds and further allows them power to transform 
symbolic meanings. Steinberg (2006) indicates that analysis of culture is central to 
educational research and is very much related to the arts, especially visual arts. This 
link has been increasingly recognised with visual methods gaining momentum in 
ethnography, creating a new avenue for people to represent their experiences and 
worldview (Pink, 2007a). In essence, images allow for a greater saturation of 
meaning and experience in sociological research (Harper, 2003). Beginning with the 
foundations of the method, I will then proceed to outline the steps of the method and 
how they were employed for this study. Finally, a methodological justification for 
ethno-symbology will be presented.  
4.1 ONTOLOGICAL AND EPISTEMOLOGICAL FOUNDATIONS 
In outlining this methodological approach, all ontological and epistemological 
assumptions will be made clear.   
4.1.1 Ontology 
Congruent with aspects of postmodern and poststructuralist ontologies espoused by 
more critical ethnographic methods including autoethnography, ethno-symbology 
subscribes to a reality that cannot be seen as objective; rather it is mediated through 
one‘s experience and language. As epitomised by the crisis of representation, any 
attempts to objectively represent the life worlds of another are fraught with problems. 
Even the noblest attempts at objectivity are still seen through the lenses of our 
experiences and well established socio-linguistic frameworks. This results in taken 
for granted assumptions regarding linguistic terminology and structures. Faced with 
these problems, perhaps the most frustrating part is that these inbuilt biases that give 
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us our assumptions, which we then put onto others are not deliberate, they are not 
even part of our normal consciousness. Gaining an awareness of our own 
frameworks, assumptions and linguistic orientations is in and of itself a very difficult 
task which autoethnography has acknowledged and attempted to address using the 
increased focus on researcher reflexivity. Nevertheless, this awareness by itself is 
insufficient because our frameworks, our lenses to the world, are not just something 
that we carry around and can put aside when they do not suit us; they are in fact part 
of our very being. The acceptance of reflexivity was an important step forward in at 
least making us aware of our biases and assumptions, but the problem of 
(re)presenting the life worlds of others remains. 
 Part of the problem is that we still have to use our known linguistic structures 
in order to represent or in autoethnographic terms, present the life world of another. 
Subsequently, the problem of conflicted meanings still remains. Conflicted meanings 
are not necessarily a problem if they are recognised. A certain term may mean one 
thing to you, but a different thing to me. Nonetheless, the problem arises in that such 
conflicted meanings are often overlooked, even with the most meticulous care. So 
the question arises, are we forever doomed to an imperfect representation of the life 
world of another? 
 According to postmodernism, the answer is yes; all (re)presentations will be 
to a degree imperfect (Richardson, 2003). However, as researchers, our role is to 
reduce that level of imperfection to the smallest amount possible. Consequently, 
autoethnography with its emphasis on researcher reflexivity should be seen as a 
major step forward. Ethno-symbology attempts to further address the aforementioned 
problems of multiple meanings and taken for granted socio-linguistic structures. 
Ethno-symbology aims to address linguistic assumptions through the creation of a 
new language, that of the symbolism of abstract art. This language is not just 
developed by the researcher; its symbolic meanings are co-created with participants. 
Otherwise stated, we are not just using my linguistic frameworks or participants‘ 
linguistic frameworks; together we are creating a new symbolic language.  
 At this point there are several limitations that may arise. Firstly, abstract art 
creates high levels of ambiguity and would seem contrary to being able to present the 
life view of another. Admittedly, abstract art is ambiguous and can be interpreted in 
many ways, even so, this is the very characteristic that gives it its power. In the co-
construction of a new symbolic language, there must be this flexibility, the ability for 
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participants to create their own symbolic meanings. This brings us to the second 
limitation: in interpreting or making meaning of abstract art, do we not have to use 
our linguistic structures and the participant‘s linguistic structures anyway? Of course 
the answer to this question is yes. However, the power of ethno-symbology is that it 
forces an explicit transformation of linguistic structures through an intermediate 
symbolic form, namely, the symbolism of abstract art. This coercive transformation 
brings a new level of explicitness to linguistic structures and meanings, as well as 
bringing to light complex relations between objects that are present in participants‘ 
life worlds.  
 In sum, in constructing the life world of another that includes my own 
experiences, ethno-symbology allows for the creation of a shared language that 
makes explicit relations, feelings and linguistic structures.   
4.1.2 Epistemology 
Ethno-symbology utilises a social epistemology that puts the subject at the centre of 
focus. The key issue here is gaining a truth from the subject which must look at two 
layers. First, is the question of whether the participant is presenting their true 
perceptions of what they really think or are they creating a false impression. This 
issue has been addressed at length in traditional forms of ethnography, and overcome 
by techniques such as extended time on site, multiple source checking and 
developing rapport. Ethno-symbology adds an extra dimension of source checking, 
allowing the researcher to cross check interviews and observations with participants‘ 
interpretations of artwork. The second layer is that participants may be telling ‗the 
truth,‘ but may not have accurate perceptions of what is happening at a particular 
site. Aside from ensuring multiple sources, recent forms of ethnography also 
subscribes to a poly vocality of participant viewpoints that adds a richness and 
complexity to the study. Overall, the epistemology of ethno-symbology is enriched 
through an added data source that can be used for cross checking. 
 Another important dimension of epistemology is how the artwork will be 
used in relation to knowledge. Hogan (2001) contrasts two primary outcomes of 
abstract, symbolic artwork. On the one hand, ‗art therapy‘ emphasises the process of 
creation rather than the product or the interpretation. On the other hand, ‗art 
psychotherapy‘ emphasises the verbal interpretation of the artwork. In particular, the 
use of symbolism in images is encouraged as an important dimension of 
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psychotherapy espoused by Freud (Hogan, 2001). Ethno-symbology focuses on this 
second aspect - ‗art psychotherapy‘; namely, gaining participants‘ symbolic 
interpretation of images as a tool for representing their knowledges and worldview. 
An important assumption of this process is the constructed nature of the self (Hogan, 
2001). Therefore, participants‘ knowledge and of course emotions are gained through 
a process of symbolic ‗psychotherapy‘. 
4.2 FIVE STEPS OF ETHNO-SYMBOLOGY 
Prior to outlining the steps of ethno-symbology, it is important to view how this new 
method relates to traditional ethnography and autoethnography.  Subsequently, an 
overview of the procedure is presented with each step explained in detail. 
4.2.1 Relationship to other Forms of Ethnography 
Traditional forms of ethnography dominated the research scene until the early 1980‘s 
when the crisis of representation occurred. This was later extended to a triple crisis of 
representation, legitimation and praxis. It was during this crisis that autoethnography 
emerged incorporating autobiographical experiences of the researcher which 
emphasised researcher reflexivity. Equally important, was a shift from data 
representation to forms of data presentation which included more creative aspects 
such as fictional narratives, poetry and artwork. In essence then, autoethnography 
can be seen as an extension of traditional ethnography. Nevertheless, 
autoethnography had its critics as discussed in the previous chapter.  
 Figure 4.1 represents the relationship between traditional ethnography and 
autoethnography. In short, autoethnography represents an overlapping addition to 
traditional ethnography, namely the domain of researcher reflexivity. Of course 
autoethnography does contain modifications to traditional ethnography. 
Notwithstanding, the key principles of ethnography remain central to all modified 
forms of ethnographic study. Ethno-symbology, as represented in Figure 4.1, 
illustrates the emergence of yet another domain. This added domain is the creation of 
the symbolic language of abstract art in order to mediate and hence reduce taken for 
granted socio-linguistic structures. 
 As illustrated in Figure 4.1 ethno-symbology represents an evolution of 
ethnographic methods that introduces other domains aimed at addressing the triple 
crisis of representation, legitimation and praxis. No doubt, such evolution will 
continue in ethnography without negating the important foundations laid. Otherwise 
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stated, each evolution in ethnography maintains the important foundations laid by 
previous forms of ethnography all the way back to the earliest forms of traditional 
ethnography.  
 
Figure 4.1 – Evolution of ethno-symbology 
Having outlined the relationship of ethno-symbology to previous types of 
ethnography, it is now time to overview the five step process. 
4.2.2 Overview of Five Steps of Ethno-symbology 
In this section an overview of the five steps will be given with a brief explanation of 
each step. Subsequently, each step will be explained in greater depth. The important 
thing at this stage is to understand how the processes operate and how each of the 
steps relates to the others. Figure 4.2 gives an overview of the five step process.  
 We begin with pre-site reflexivity (step 1), where the researcher examines 
their own experiences, values and assumptions in relation to aspects of the research 
problem. Elaborating further, questions like: what has led me to conduct such 
research? What assumptions do I have? All need to be asked. Now even at this early 
stage, reflexive symbolic creation begins (step 3), where the researcher creates 
abstract art to present their feelings, orientations and perceptions that are either 
directly relevant to the research site or are indirectly important because they 
represent ingrained value orientations that a researcher may have about the research 
problem, the site or participants. All these perceptions, orientations and emotions 
then become mediated through a symbolic language structure that will be viewed by 
participants at a later stage during the research process.  
After the researcher has finished this pre-site reflexivity and come up with 
samples of artwork to add to the early stages of their portfolio, they then enter the 
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site and begin step 2, immersive ethnography. The researcher then chooses a type of 
ethnography to carry out at a particular site. In my case I chose to use a combination 
of Carspecken‘s (1996) five step model of critical ethnography combined with 
dimensions of autoethnography. The name immersive ethnography was chosen due 
to the relationship to step 3, reflexive symbolic creation. During immersive 
ethnography, the researcher uses the traditional collection processes of ethnography 
including observation, field notes and interviews (formal and informal). At the same 
time, they are using this data to generate reflexive symbolic creations, that is, 
abstract art that represents themes, feelings, events and orientations that arise during 
the data collection process. Consequently we have a cycling of data collection and 
analysis. 
In my case, for this study, I completed a number of drawings prior to entering 
the site that represented my experiences as a teacher and also my experience from a 
religious domain. During my time at the school, I created abstract drawings on a 
regular basis following observations and interviews that resulted in important themes 
and ideas being generated. As a result, during the final stages of my time at the 
school, I had built up a significant portfolio of 157 drawings (plus 2 wax creations), 
which I could then use in step 4, the group symbolic interpretation.  
To be quite honest, when I was planning step 4, that is, to show my artwork 
to a group, I was unsure of the reaction I would get. In spite of this, I did feel 
confident for a number of reasons. Firstly, I had built up a very strong rapport and 
friendship with many of the staff. Secondly, through my experience with interviews, 
I knew and could relate to the depth of feeling present amongst the staff. My belief 
turned out to be correct; the drawings were extremely well received. In fact, the staff 
were fascinated by them and were eager to have an input. 
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Figure 4.2 – Five step model of Ethno-symbology 
  Introducing artwork in a group setting first was done for several reasons. It 
was less threatening and allowed for discussion in a group dynamic. Drawings of 
interest could be tagged or marked for later individual discussion for those who 
wished to do this. I found that participants were keen to take part. In Figure 4.2, the 
arrow going back to the portfolio of symbolic creations represented the idea that 
sometimes participants could not find a drawing that represented what they felt or 
perceived. I would then ask them to describe it to me, and I would then subsequently 
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go and draw what they had described. I would then present the art work to them to 
determine if this adequately represented their description, hence the cyclic nature of 
this process.  
 Following the group symbolic interpretation, individual drawings that 
participants pointed out in the group were further discussed in detail in a one on one 
setting. This process allowed greater personal disclosure in a private setting. During 
these reflections, participants revealed their thoughts, perceptions and feelings 
through symbolic interpretations of the artwork. In fact, this process produced the 
most in depth, detailed and personal disclosure compared to any other stage during 
my research process. Some of the participants even described the process as 
therapeutic, giving them a chance to express their true feelings, thoughts and 
perceptions.  
 In sum, and as per the visual representation of the process provided in Figure 
4.2, the five step process begins before entering the site with pre-site reflexivity 
where values, perceptions, beliefs and feelings are made explicit through symbolic 
creations which start the process of the portfolio. Subsequently, after entering the site 
and conducting ethnographic research using a particular model (step 2), symbolic 
reflexive creations (artwork) are produced on a regular basis to represent insights, 
themes, perceptions and so forth. Consequently, a cyclic process occurs between 
steps two and three (as with steps one and three) that represent a merging of data 
collection and data analysis. As a result of the first three steps, during the later stages 
of ethnographic research, an extensive portfolio has been produced, which is then 
ready to reveal to participants to gain their symbolic interpretations. This starts with 
group symbolic interpretations (step 4), where as a group, participants discuss the 
portfolio and point out any particular drawings of interest which can be coded and 
recorded for follow up. Finally, step 5 takes a one-on-one look at symbolic 
interpretations where participants disclose their views. Once again, this is a cyclic 
process where the researcher may need to create more artwork from participants‘ 
descriptions if they could not relate to or connect with the options from the portfolio.  
 Prior to outlining each of the steps in detail, it is important to briefly highlight 
the fact that the five steps of ethno-symbology align with the principles of grounded 
theory. In particular, the cyclic and inductive process of data collection and analysis 
(present in ethno-symbology) is a fundamental aspect of grounded theory research 
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(Charmaz, 2006). Consequently, ethno-symbology allows the data process to unfold 
inductively while simultaneously allowing for source checking and data saturation.   
 This section has outlined the process in brief, focussing on the relationships 
and flow between the five steps of the model. It is now time to turn to each of the 
steps in more detail which will be outlined in two ways. Firstly, what I actually did 
for my study, and secondly, how the process could be employed in more general 
terms.  
4.2.3 STEP 1: Pre-site Researcher Reflexivity 
This stage, for me, began prior to the idea of undertaking any research. During my 
experience as a teacher I would create abstract drawings as a means of self 
expression, or even as a form of personal therapy. Struggles, conflicts, triumphs were 
all represented through some of my early artwork. One of my personal favourite 
themes in drawing was that of facial expressions to represent depth in human 
emotion. This process began my journey of using symbolic language to represent 
what was happening both around me and within me. Art could represent the struggles 
of those around me, injustices of particular situations, abuses of power and in essence 
any event that in general would elicit an emotional response. In conjunction, art 
would be used to represent my emotional responses to these events particularly 
through facial expressions.  
As stated, a number of art works were done before my research direction was 
even set. Even so, these helped to shape the direction of my research and subsequent 
research interests. Given this early self reflection, I could have delayed further 
symbolic creations until I was on site. Still, I thought it would be important to create 
a few more symbolic creations before entering the site to present, and make explicit 
my expectations. It would be interesting to see if what I expected, what I assumed the 
experience would be like, actually matched the experience itself. Hence, these 
drawings would serve as a reference point that, as part of the reflexive process would 
highlight my pre-site assumptions. For me personally, experiences in teaching and 
religion were important influences during the early stages of my symbolic creations 
of abstract art. 
 As indicated, pre-site reflexivity for me was a two stage process. Stage one 
began well before the research process even started and stage two was a deliberate 
pre-site reflexive exercise. In general, for most researchers this would simply be a 
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one stage process, where a form of reflexivity would begin prior to entering the site. 
Of course, one could argue that we should not have pre conceived ideas before we 
enter a site, we should be neutral and objective. Yet, the crisis of representation has 
proven this a fallacy. This process of deliberately and systematically being reflexive 
through a symbolic language of art work helps to expose our pre conceptions, our 
assumptions, and our biases. These early symbolic creations can serve as a reference 
point, a comparison to later artwork to determine if our biases are still present and to 
also see how deeply our preconceptions have permeated through the process of our 
research. By this we see that reflexivity needs to be an ongoing process with step one 
being not only a starting point, but a reference point. Creating such a reference point 
is critical, as identity is not fixed, with people including researchers representing 
themselves differently within varying contexts (Pink, 2007b). 
 In order to provide a more detailed reference point, symbolic creations of 
artwork can be accompanied with preliminary symbolic interpretations. Worthy of 
note here is that these symbolic interpretations are only a guide, a starting point to an 
open symbolic language that will be given the chance to metamorphose and evolve. 
Not only that, each piece of artwork will later have many interpretations from 
different participants as well as undergo a transformation in perspective from the 
researcher as more and more time is spent on site engaging with participants.  
One final point deserves emphasis before proceeding to step two. Artwork 
should cover as broad a range of mental frameworks as possible. In other words, it 
should cover theoretical expectations, mental pictures and feeling orientations. 
Feeling orientations could even include our response to carrying out the research 
such as excitement, fear, anxiety and so on. The broader the perspective taken here, 
the greater the explanatory potential in later symbolic interpretations.  
4.2.4 STEP 2: Immersive Ethnography 
Outlined in the previous chapter is the ethnographic model that I used for my study, 
namely, Carspecken‘s (1996) five stage model of critical ethnography which 
incorporated dimensions of autoethnography. Without reproducing the details of the 
previous chapter it is important to revisit the salient points of the ethnographic 
approach taken. The first ethnographic stage involved the monologic voice; 
collecting my own observations prior to conducting interviews. During this stage, 
focus is on my early perceptions, observations and experiences; and of course 
 121 
building rapport with participants. Following this is an analysis of the data collected 
so far. On the whole, this process involved a merging of data collection and analysis 
during the conduct of ethnographic research.  
 Following independent observation, the next stage were interviews, both 
formal and informal. This stage involved getting the participants views which could 
then be compared to mine to determine the level of congruence. Many hours were 
spent during this stage talking to participants, listening to participants, asking 
questions in relation to the frameworks that I had chosen to build my study upon. 
With those that I developed a greater level of rapport with, I would reinterview 
several times and gain greater insights into their worldview. This stage in particular 
became a very immersive experience for me. 
 The name of this step, immersive ethnography, on the surface seems self 
evident. After all, ethnography as a method is designed to immersive. Nevertheless, 
the nature of this immersion has developed over time. Traditional ethnography saw 
only an immersion in the setting, an immersion of observation, of the intellect. Yet to 
keep objectivity, emotions had to be kept separate. The crisis of representation 
advocated a more reflexive approach where more participatory forms of research 
were preferred, and therefore allowed greater levels of engagement and immersion. 
Having considered this evolution, immersive ethnography has been named in relation 
to step three, symbolic reflexive creations. In other words, immersive ethnography is 
a process that interacts with creating artwork in an ongoing cyclic process. This 
allows the researcher to explicitly focus on their emotions and perceptions during the 
data collection phase.  
 To illustrate, during my data collection phase, initially I saw participants as 
people that I needed to build rapport with in order to gain information and insight. 
After all, they were the people who had experienced the setting first hand, day after 
day. However, after I developed rapport, many participants were no longer just 
participants, they were friends. We had confided in each other, developed a 
relationship of trust. They had shared their struggles with me, and their emotions 
moved me. I became a stakeholder in their sadness, someone who shared their 
struggles. In fact, experiencing this depth of emotion was indeed very immersive but 
also made the process quite difficult for me. I felt a great degree of their sadness, yet 
I could not change things, all I could do was tell their story. This is where drawing 
became not just a means of symbolic creation but an outlet for me, to create what I 
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felt, to present what they felt and said, how they perceived their life in the setting as 
conveyed through interviews. During this process of creating art work, the 
experience became more immersive, and required a greater investment of self.  
 In sum, for this project there were two parts to the immersive ethnography, 
the first being more superficial, where art work was created based on my 
observations and perceptions. The second resulted in an increasing level of 
immersion into the participant‘s world. Here art work was more and more becoming 
‗the other‘, putting myself in their shoes and expressing this through a symbolic 
language.   
 In general, there are many models and variations of ethnography that could be 
used during this stage. The important point to remember is that immersive 
ethnography is immersive because of its relationship to step three; that is, creating a 
symbolic language that promotes a high level of reflexivity on the part of the 
researcher. Otherwise stated, the researcher is continually engaging in not only a 
process of data analysis, but also a process of continual reflexivity through the 
regular creation of artwork. While this step has covered the immersive process of 
ethnography and its relationship to step three, it is now time to turn to the actual 
process of reflexive symbolic creation. 
4.2.5 STEP 3: Reflexive Symbolic Creation  
This step looks at the questions such as: How and who creates the artwork? What 
does the artwork represent? Where does artwork stand in relation to self and other? 
How does artwork relate to data collection methods? 
 In answer to the first question, how and who creates the artwork? I will begin 
with a recount of my research process and then look at other possibilities and 
modifications. All artwork was created by me during my role as a participant 
researcher, and prior to this as a means of reflection.  I used charcoal drawings, and 
an A4 visual art diary to keep my drawings together. In addition, I did some 
experimenting with wax art. In any case, a myriad of visual art techniques are 
available, however, cost needs to be an important consideration especially with the 
ongoing creation of reflexive art creations. That‘s why I chose charcoal drawings in a 
visual diary because both charcoal and the diary are inexpensive compared to paints 
and canvasses. Being abstract art, one does not have to be an artist in the sense of 
being able to draw or represent a visible object, yet an artistic orientation is needed in 
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that one represents and presents abstract symbolic concepts. Having a quiet place to 
work is also important. In other words, artwork does not have to be done onsite, 
often this time is better spent with participants. I created all drawings at home in a 
quiet room away from distractions where I could think and reflect without being 
disturbed. This also allowed me to maximise my onsite time for data collection 
through observations, interviews or document collection.  
 In terms of how often I created drawings, in general, I returned home and 
drew one picture as a form of representation for each interview. Sometimes the 
drawing I left half completed until the next research day when I had the opportunity 
to reinterview to further check what a participant had previously said to me. I then 
completed that drawing. On other occasions I had interviewed several times, 
meaning the artwork was developmental in its state, a continual work in progress.  
The more I reinterviewed participants, the more the picture developed to represent 
what had taken place within the interview setting from the participant‘s viewpoint. 
Also, any form of interaction with participants that was important to the research 
framework (outside of any interview structure), was noted and added into the 
drawings. This in turn again allowed for an art piece to be a work in progress that 
developed a participant‘s viewpoint in a more detailed way. I found that the majority 
of participants had more to say than just what an interview allowed for. In addition, I 
noted which drawing related to which person by a number scheme. All staff 
members where given a number and a lettering system known only to me. Normally I 
had at least one day between visits to the site. Reflecting on this process, I found that 
the number of drawings increased further toward the later stages of the research 
process after greater amounts of data had been collected. Through this experience, I 
found that symbolic creation became much easier and more fluid with greater 
insights and greater immersion in the culture being studied.  
 During my research study all art work was created by the researcher, but 
other possibilities are available. Instead of creating images, researchers could also 
collect images that relate to their experiences and feelings, especially with the large 
amount of material available on the World Wide Web. Though this may be an 
alternative option, it does create a number of problems. Firstly, there is the major 
problem of copyright, having to track down and get copyright permissions can be 
very difficult and time consuming. Secondly, collecting images does not engender 
the same level of engagement as creating images and often it is difficult to fine tune 
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nuances from a pre-set image. Digital photography with a variety of filters is another 
option that could be used to create images.  
 Other researchers (such as Rose, 2007), have also used, and even focused on, 
visual images created by participants. For my study this option was not even 
considered due to the immense time and workload pressure that participants were 
under. Nevertheless, in other circumstances it may be useful for participants to be 
involved in symbolic creation, but two important caveats need to be adhered to. First, 
symbolic creation by participants should only be done toward the end of the field 
study, after rapport has been built, and as a follow up in conjunction with other 
techniques such as observation and interviews. Second, symbolic creation by 
participants should not replace symbolic creation by the researcher as an important 
element of the reflexive process.  
 In examining the second question, what does the artwork represent? It is 
important to first understand the framework and scope of the research project being 
undertaken. My study involved an analysis of governmentality, which was first 
subdivided into ‗disciplinary power‘ and ‗technologies of the self.‘ Initially, with the 
focus on systems of disciplinary power, artwork focused on my perceptions of 
disciplinary power, its pervasiveness, its impact on participants including emotions, 
its techniques and methods and of course its emotional impact on me. Technologies 
of the self looked at how participants were invited to construct themselves and how 
they actually did this. Although artwork was useful for these two foundational areas, 
it did not replace, but was very much done in conjunction with, traditional methods 
of observation, interviews and document collection.  
After laying foundations with the concepts of disciplinary power and 
technologies of the self, the next step was to look at the intersection of these 
technologies in terms of agency and resistance. It was here that artwork was most 
powerful especially for representing the complex notions of governmentality, as well 
as conceptualising notions of agency and resistance. Finally, it must also be 
emphasised that all visual images can be either expressive or realist (Pink, 2007b). 
Reflexive symbolic creation focussed on creation of expressive images that became 
important representations rather than universal or dominant forms of truth (Pink, 
2007b). 
 The next question relates to how artwork relates to self and other, and is an 
important issue in understanding the concept of inter-subjectivity. In the evolution of 
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ethnography from the fallacy of complete objectivity, to embracing elements of 
subjectivity through reflexivity; autoethnography saw the merging of objectivity and 
subjectivity. In short, in answer to the above question, artwork represents both the 
researcher and the participant. In my particular study, earlier artwork was more of a 
subjective and reflexive representation. During the later stages, greater emphasis was 
placed on representing feelings and perceptions of participants as conveyed during 
interviews. This idea is used by Afonso and Ramos (2004) who used participants‘ 
stories to inspire their sketches and drawings. Despite the original emphasis on 
symbolic creation, whether more self or other; symbolic interpretations allow for a 
full range of inter-subjectivity, as well as polyvocality.  
 Finally, we look at the issue of the relationship between symbolic creations 
and other data collection methods. Here the most important point of focus needs to 
be on representing participants‘ views through interviews, which raises a number of 
important considerations. First, in representing perceptions in general and in 
particular emotional dimensions, there is a real danger of capturing transient as 
opposed to indicative views and feelings. In other words, how do we know the 
participant is not just having a bad day and venting their frustration? There are a 
number of ways of determining this that include: probing questions such as: how 
long have you felt like this?; repeated interviews; crystallisation with views of other 
participants and with observations. All these strategies were used in my study. 
Interestingly, I did not find a problem with transient emotion. Participants would 
often recall events or feelings over a long time period that indicated a consistency of 
emotion.  
 The second point in representing participants‘ views following interviews is 
using techniques to try to capture the essence of what participants are saying. One 
technique that I used was probing for metaphors. Although metaphors can be 
difficult to present, they are important in gaining explicit meaning. In conjunction, 
there is the need for repeated interviews to further probe participants and extract 
meaning. Further techniques used included picking up on key words and themes that 
participants conveyed, especially during follow up interviews.   
4.2.6 STEP 4: Group Symbolic Interpretations 
This step looks at questions such as: Why introduce artwork to a group first before 
individuals? At what stage in the research process should art work be introduced to 
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participants? What questions should be asked to the group? How should groups be 
selected? What are the expected outcomes of this step? 
 Toward the latter part of my field research I decided to ‗test the waters‘ with 
my artwork to determine the response. I needed to know how participants would 
respond and if they would identify with the drawings. Given this, a group setting is 
better for determining a more general feeling of participants‘ responses. Sometimes it 
is too easy to generalise a positive or negative response from one or two individuals 
especially when you are making yourself vulnerable, and that‘s what presenting your 
artwork is like. It is saying to participants, you have made yourself vulnerable during 
this process, now I will. Fortunately, I found the group process not only very positive 
but also as having somewhat of a snow ball effect. Once a small group had viewed 
the portfolio, they would say, ‗come and have a look at this‘, others would say, ‗let 
me have a look‘, and as a result interest and enthusiasm kept building (see Appendix 
E for sample transcript). Therefore, in answer to the first question, groups give a 
good general consensus of readiness to engage in the symbolic interpretation process. 
In other words, do participants identify with the drawings (internalise them) or just 
see them as drawings done by another? Has enough rapport been built to share 
vulnerabilities at deeper levels? What level of willingness is displayed by 
participants in wanting to further discuss drawings? All these questions lead to the 
next issue of when to introduce artwork to participants. 
 If I was only allowed to give one piece of advice on the use of the ethno-
symbology process, it would be this: do not introduce artwork too early whatever 
you do! Artwork is not only symbolic currency, it is also emotive currency and as 
such very high levels of rapport need to be built, trust needs to be established, a 
willingness to engage at deep and meaningful levels must be present. Without 
question, these all take time and effort to build, they are a product of prolonged 
engagement and hard work. Yet done at the right time, the rewards and insights are 
immense.  
 In introducing artwork, the primary question that I asked participants was, do 
any of these drawings relate to what is happening here at the school? Which of them 
relate to you? In essence, questions were kept general with the primary outcome of 
encouraging participants in group settings (12 to 15 participants) to identify 
individual images that could be tagged for individual follow up. Images were tagged 
using codes so that other groups could not identify which individuals (or from which 
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group) tagged which drawings. No symbolic interpretations were recorded on the 
tags, instead these were recorded in a separate notebook to maintain anonymity and 
confidentiality. 
 Bringing us to the final question of how groups were selected, the short 
answer is they were not. Otherwise stated, these were well established social and 
professional groups that existed onsite, where certain participants had gained a level 
of rapport and trust with each other. For this reason, during recess and lunch, I went 
up to these groups to show them my artwork. Some important points also need to be 
mentioned at this stage. Each group has different dynamics and this needs to be taken 
into account when dealing with different groups. To illustrate, some groups were 
based on church affiliations while others were based on country (Australian and 
South African groups). Further variation was also present as some groups were more 
loosely affiliated, based on shared location; while others were strong friendship 
groups. Also, although a level of rapport is present within groups, this does not 
necessarily extend across groups, particularly to all members, hence the need for the 
coding system. 
 In terms of outcomes for this step, tagging pictures for individual follow up is 
only one outcome. Essentially, as the name suggests, group symbolic interpretations 
means that, general themes, perceptions, emotional orientations arise from group 
discussions in relation to the setting. At this stage, the symbolic language of the site 
starts to emerge; initial frameworks and parameters are established. This information 
can be compared to my primary data generation from my observations, as well as 
data gathered from interviews and documents, all strengthening the crystallisation 
process. I found that just from group interactions, a significant amount of symbolic 
and emotive data emerged.  
 Before proceeding to the final step of individual symbolic interpretations, an 
important caveat must be raised in the group interpretation step. It could be argued 
that there are dangers involved in a group presentation in the sense that participants 
could be exposed to and influenced by the ideas of others within the group. This 
provokes the issue of conscious raising research. According to Fonow and Cook 
(1991) conscious raising research can elicit several responses at different levels, the 
emotional level (catharsis), the intellectual level (insights) and the action level 
(activism). In essence, conscious raising is a legitimate and important part of feminist 
research (Fonow & Cook, 1991). Nevertheless, the question needs to be proposed for 
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this particular study, did conscious raising occur in the group interpretation step and 
did it in any way undermine the research? 
 In answer to the first question, the answer is definitely yes, conscious raising 
did occur in the group. Its form was primarily to trigger an ‗emotional catharsis‘ 
(Fonow & Cook, 1991, p. 3) both in the group setting and to a greater extent in the 
subsequent individual setting. While participants could have been influenced by the 
insights of others, these insights were generally kept very broad in order to be 
followed up individually. This brings us to the second question of whether conscious 
raising undermined the research. The answer is an emphatic no. In fact, I would 
argue the opposite. The conscious raising at the group level triggered and catalysed 
the ‗emotional catharsis‘ that allowed participants to really open up in relation to 
their true feelings and insights. Further insights were elicited at the next individual 
step and of course were compared to those of the group for consistency and 
contradictions.  
4.2.7 STEP 5: Individual Symbolic Interpretations 
This addresses questions such as: How should artwork be presented to individuals? 
What questions should be asked? What is the relationship between artwork and 
interpretations, visual and linguistic domains? What about multiple or conflicting 
interpretations? Which is right?  
 For my study, this step involved interviews with 50 staff of which 42 were 
teachers. Most chose about four pieces of artwork to represent their feelings. During 
the follow up interviews relating to symbolic interpretations of artwork, I made sure 
that I found a quiet and private place where I could discuss in greater depth 
participant‘s symbolic interpretations. Participants were then shown the drawing that 
they had identified with during the group interactions. In order to draw out symbolic 
interpretations, I used a simple point and explain method. This would involve sitting 
down with the participant in front of the drawing and asking them to point and 
explain what each part of the diagram represented for them in relation to the school. 
This was an important step to ensure that participants had a symbolic affinity with a 
diagram rather than just like its ascetic or artistic appeal. Generally, this was not a 
problem as evident by high levels of emotional exposure during this stage. Many 
participants revealed levels of pain and frustration which I also shared during the 
creation of many symbolic pieces. Empathy and sensitivity are important 
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characteristics needed for this stage, yet these were not difficult to focus on, because 
I had in fact shared their triumphs and their pain, I had been a partner in their 
experiences. If necessary I would probe participants for clarifications, or to further 
explain certain aspects. At other times I would draw out emotive aspects with 
questions such as, how did that make you feel when looking at that piece of art in 
relation to the school setting? Yet, these questions were frequently not needed as 
most participants were more than willing to talk about their perceptions in relation to 
the artwork; some wanted more than one session, others wanted to discuss more than 
one picture. If symbolic interpretations were my business, then business was 
booming. In fact, many participants stated that this experience was like therapy for 
them, and they found the whole process very beneficial.  
 Symbolic interpretations bring us to the next issue of the relationship between 
visual and linguistic domains. Here we have the final stage of the cyclic process of 
symbolic language creation with the full process illustrated in Figure 4.3. The cycle 
begins with the researcher making their linguistic frameworks (such as assumptions 
and meanings attached to terms) explicit through symbolic creations (the artwork 
itself). Subsequently, participants‘ perceptions of what is happening within the site 
using their linguistic frameworks are gathered and also coded by the researcher into 
symbolic creations (abstract art). These symbolic creations have an impact on the 
researcher‘s linguistic frameworks (assumptions and terminology) which then 
influence the symbolics of additional artwork. This is then re-checked with 
participants via group and individual symbolic interpretation stages. Foundational to 
this process is the elicitation of both the researcher‘s and the participants‘ linguistic 
frameworks through visual artwork. Both sets of linguistic frameworks are made 
explicit through the processes of creating and interpreting symbolic artwork.  
Finally, there is the question of multiple interpretations and dealing with 
these in the context of the research framework used. There are a number of issues 
that arise. Naturally, it is expected that different drawings will have different 
meanings to different participants and each will interpret drawings according to their 
own interpretive framework. In any event, the same drawing could have several 
different interpretations. Nevertheless, the role of the researcher in ethnographic 
research is to build up and present a coherent picture of what is happening at the site 
in relation to the research questions being studied. For my research, what I found was 
that although participants used different drawings with different symbolic 
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interpretations, there were still common themes, feelings, discursive formations and 
social practices that were represented. Essentially a problem only arises when themes 
of symbolic interpretations of participants were particularly incongruent or 
conflicting with that of their colleagues.  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 4.3 – Visual-Linguistic cycle 
 
In this event, a number of diagnostic strategies were needed. First, I needed to 
examine whether I had developed sufficient rapport with this person for them to tell 
me the truth. Are they misleading me because they are afraid I might report what 
they say to the school hierarchy or are they intensely loyal and not willing to admit 
any problems? Second, if a person is genuine, then I needed to try and determine 
why their view was different. For example, are there religious beliefs which are 
having a strong impact on a participant‘s views? This may be difficult to determine 
and at best one may only be able to speculate, yet we must remember that 
autoethnography also embraces a polyvocality, a dedication to diverse voices. 
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Additionally, an important assumption of autoethnography is that it is not possible to 
reduce the complexity of a site to a single monologue voice.  
4.3 METHODOLOGICAL JUSTIFICATIONS 
This section addresses the justification or defence for the new method presented, 
including issues such as reflexivity and trustworthiness. A detailed methodological 
justification of the ethnographic method in general was presented in the last chapter. 
Therefore, this section will focus on justification as it specifically relates to the use of 
visual images in ethnographic research.  
4.3.1 Addressing the Triple Crisis of Representation 
First, in addressing the triple crisis of representation, Denzin and Lincoln (2005b) 
state the problematic nature of capturing lived experience, in particular due to the 
process of creating a social text by the researcher. Part of the difficulty in capturing 
lived experience is that what may appear as common sense and self evident is often 
the product of certain power structures (Steinberg, 2006). Ethno-symbology allows 
for greater mediation in the creation of the researcher‘s social text in that participants 
make explicit linguistic frameworks through the creation and/or interpretation of 
symbolic artwork. Additionally, this process also aids the move toward more 
interpretive inquiry as advocated by Holman-Jones (2005) that form an important 
means of transforming contexts.  
Continuing this further, Tedlock (1991) suggests that the triple crisis saw a 
move away from representation, and towards presentation of personal dimensions 
and insights. In other words, the outcome of ethnographic research is no longer an 
objective account but a presentation that represents the inter-subjectivities of the 
researcher (Pink, 2007b). In essence, poststructuralist ethnographies focus on 
inconsistencies, contradictions, irregularities and discontinuities, thereby challenging 
the conception of the dominant narrative (Steinberg, 2006). These new ethnographies 
see the ethnographic product as partial truth and not a complete document and as a 
result aim to ‗…bring the reader to the cultural world, rather than report on it.‘ 
(Harper, 2003, p. 31). Bringing readers into a cultural world means that experiences 
must be restructured and presented in a way that engages the reader (Harper, 2003). 
Visual representation allows these experiences to be restructured since visual 
presentations are linked to the sensory experiences and knowledges of both 
participants and the researcher (Pink, 2006). As a method, ethno-symbology is part 
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of these new ethnographies that aims to use visual representation to restructure and 
represent experiences of both the researcher and participants. These knowledges and 
experiences are presented either through  symbolic creations, or more importantly, 
through interpretations of artwork. Therefore, in the final analysis, ethno-symbology 
seeks to respond to this triple crisis by restructuring experience, in addition to 
heightening reflexivity and providing trustworthiness.  
4.3.2 Reflexivity 
Greater focus on reflexivity is one of the fundamental changes to arise from the triple 
crisis (Denzin & Lincoln, 2005b; Pink, 2007b). Yet reflexivity is more problematic 
than just trying to make explicit our underlying assumptions and value orientations, 
which is a difficult process in itself (Pink, 2007b). It also includes how the researcher 
interacts and relates to the participants studied. The use of visual images greatly 
enhances a researcher‘s ability to engage in the reflexive process (Pink, 2007b). 
Specifically, Harper (2003) indicates that not only does visual representation reflect 
the experience of its creator but also gives insights into the frameworks of the ‗artist‘. 
Harper (2003) gives the example of the way white people see a colonised person is 
revealed in their photography.  
 Coupled with the concept of reflexivity is the rejection of the binary division 
between the researcher‘s views (supposedly objective) and the views of participants 
(supposedly subjective) (Tedlock, 1991). In contrast, the notion of ‗human inter-
subjectivity‘ is embraced, that is, a focus is placed on the interactions between 
participant and researcher (Tedlock, 1991). This method focuses on the co-
construction, the cyclic interaction of researcher and participant views through 
creation and subsequent interpretation of symbolic artwork.  
 In looking at the history of visual images in ethnography, Becker (2003) 
reports that they were mainly used as teaching aids in support of already developed 
ethnographies (Becker, 2003). In spite of this, Pink (2007b) asserts that images have 
been gaining more of a critical focus with a shift from the mid twentieth century 
from realist images to images that better engaged the complex notions of 
‗subjectivity reflexivity and critical voice‘ (Pink, 2006, p. 22). These more 
expressive images better challenge notions of objective truth arising from the triple 
crisis and encourage greater levels of reflexivity (Pink, 2007b). In particular, more 
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abstract images cannot be taken at face value and therefore force in a sense both 
reflexivity and reconstruction of experiences (Pink, 2007b).  
Ethno-symbology makes use of these expressive images via abstract drawings 
that encourage both reflexivity and dialogue of experiences that increase complexity 
and the critical voice. Specifically, Pink (2004) states that it‘s important for the 
researcher to create symbolic images as a mechanism of reflexivity. Coupled with 
researcher‘s images, participants could potentially (not done in this study) explore 
their own knowledges, imagination and emotions and represent these visually. 
Essentially, the five step process of ethno-symbology is designed to include 
researcher and participant reflexivity, construction and interpretation.  
 Another important dimension of reflexivity is the addition of the emotional 
dimension into research through the influence of feminism. The major contribution 
of feminist research was the challenging and subsequent breakdown of the 
hierarchical, asymmetrical relationship between the researcher and participants 
(Steinberg, 2006). As such, feminist researchers sought to inject feeling and empathy 
into research and sought greater degrees of emotional connection to both the research 
itself and to the feelings of participants (Steinberg, 2006). This encompassed the 
inclusion of emotive aspects in visual ethnography (Becker, 2003; Glass, 2008). 
Fundamentally, all forms of critical poststructuralist research draw on this feminist 
concept of connection and humaneness (Steinberg, 2006). Ethno-symbology seeks to 
develop this connection through art, where both the researcher and participants are 
increasing their vulnerabilities through the creation and subsequent ‗psychoanalysis‘ 
of artwork. The term ‗psychoanalysis‘ is used in the general sense rather than 
referring to a strict analytical framework. 
4.3.3 Trustworthiness  
Prosser (2003) argues that image based research does present some challenges to the 
notion of trustworthiness. First, is procedural reactivity, where participants act 
differently when they are observed and more so when they are visually recorded 
(Prosser, 2003). This problem of reactivity is avoided in symbolic artwork because it 
is an indirect process done by the researcher (and potentially the participant) in 
private. While this challenge is avoided, the second challenge is more pertinent, that 
is, the presence of researcher idiosyncrasies, thoughts and frameworks being present 
in visual images (Harper, 2003; Prosser, 2003). While this is a danger in 
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photographs, it is even more so when the researcher has more control over the image 
in the creation of drawings. Nevertheless, this problem is overcome in the method 
due to participants having ownership over symbolic interpretations during the last 
two stages of ethno-symbology.  
Trustworthiness in visual ethnography of course is more than just avoiding 
the aforementioned pitfalls. There are a number of strategies that can be used to 
achieve trustworthiness and these will be discussed in turn. First, reflexivity is 
foundational to achieving trustworthiness (Prosser, 2003). Steinberg (2006) 
conceptualises reflexivity in terms of the hermeneutic circle. Hermeneutics aims to 
return to the lived experience and has as a fundamental assumption that we must be 
aware of our own values and knowledges (Steinberg, 2006). Furthermore, it aims to 
use reflexivity to actively reconsider and conceptualise any preconceptions that we 
have, and construct metaphors that can help us break out of our entrenched notions 
(Steinberg, 2006).  
Second, trustworthiness is achieved by basing research within social theory, 
that is, a specific framework (Harper, 2003; Steinberg, 2006). Steinberg (2006) 
reminds us that different theoretical frameworks emphasise different viewpoints. To 
elaborate, Harper (2003) points out that the chosen theoretical framework should 
guide visual ethnography.  
Third, the way visual data is presented affects trustworthiness (Prosser, 
2003). In conjunction with the previous point, visual data should be presented 
according to a stated sociological perspective; otherwise, there is a greater risk of 
information simply reflecting our assumptions (Harper, 2003; Steinberg, 2006). 
Specifically, all interpretations are done within specified frameworks and are 
historically and culturally constructed (Steinberg, 2006). Prosser (2003) also argues 
that trustworthiness is best achieved through a combination of multiple images and 
words. Ethno-symbology was designed to explore this visual-linguistic relationship 
throughout the research process with the aim of maximising trustworthiness.  
 Finally, trustworthiness is achieved through multiple stages of source 
checking in the five step process. Without this, there is the danger, as previously 
mentioned, of excessive self representation by the researcher at the expense of 
representing meanings associated with participants. The visual-linguistic cycle in 
ethno-symbology constantly shifts between researcher and participant in collecting 
data, symbolic creation and symbolic interpretation as an integral source check. To 
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be clear, Pink (2007b) reminds us that images are subjective representations that 
cannot be taken as universal truths. In the final analysis, interpretations are a 
complex malaise of inter-subjectivity and as such, contain both analytic and intuitive 
dimensions (Steinberg, 2006). Ethno-symbology or any visual method, in 
congruence with postmodern ethnographies, cannot claim status of complete or final 
truths (Steinberg, 2006).  
4.3.4 Art and Narrative 
This section seeks to examine the relationship between art, narrative and linguistic 
structures. As described in the visual-linguistic cycle (Figure 4.3), ethno-symbology 
is a cyclic process that makes explicit linguistic frameworks and assumptions 
through abstract art. While ethno-symbology clearly uses techniques from photo-
elicitation, at the same time it goes beyond the principle of visual-elicitation. Photo-
elicitation uses a multi stage process where photos are taken by the researcher and/or 
participant and then discussed during an interview as a means of not just gaining 
deeper insights but more importantly different insights (Rose, 2007). Photo-
elicitation also stimulates memory and serves as an emotional trigger (Rose, 2007). 
So how does ethno-symbology differ from photo-elicitation? 
 Ethno-symbology uses abstract art which can give greater control over 
images especially in the creation of metaphors. Photo-elicitation does have the 
advantage of ease, that is, it is often easier to take a photo than create a drawing. 
While photo-elicitation and ethno-symbology both aim for high levels of reflexivity 
through researcher created images, ethno-symbology ensures that this process begins 
as early as possible, even pre-site. The opposite is true for participant involvement. 
While photo-elicitation usually involves early engagement of participants with visual 
images as part of a deliberate process (Rose, 2007), ethno-symbology ensures that 
participant engagement is left until well into the research process only after high 
levels of rapport and trust have been established. Finally, while no doubt photo-
elicitation uses aspects of the visual-linguistic cycle, ethno-symbology ensures a 
cyclic process that allows for researchers‘ and participants‘ frameworks and 
perceptions to be made explicit. In addition, it also allows for source checking of 
participants‘ views that were earlier raised through interviews but through a different 
tool (visual art). 
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With the relationship between art and narrative, ethno-symbology looks at 
two important aspects, the relationship between the two in collecting data, and then 
subsequently in presenting data.  In data collection, Afonso and Ramos (2004) found 
that drawings allowed more systematic and detailed processing of participants‘ 
memory and served as a valuable complement to linguistic structures. Further, visual 
representations served as a ‗mnemonic device‘ (Afonso & Ramos, 2004, p. 87). 
Ethno-symbology utilises the power of artwork as an important data collection tool. 
Following Hogan‘s (2001) work on art psychotherapy, interpretation of artwork by 
participants and the meaning associated with various symbolic structures is seen as 
central.  
 In terms of presenting data, a major challenge in bricolage (as discussed in 
chapter 3) is presenting the complexity of relations (Berry, 2006). The combination 
of art and narrative is very useful in representing this complexity. Images in 
particular, encourage the use of creative linguistic structures such as metaphor (Pink, 
2007a). As such, they are best interwoven with narratives and are particular adept at 
representing identity (Pink, 2007b). Glass (2008) also advocates this interweaving of 
art and narrative, suggesting that it is advantageous in that it provides multiple 
viewing positions that at times may even seem like collisions. Importantly, the 
outcome is a series of images interwoven with textual context that are deigned to 
evoke and stimulate reader engagement, thus enhancing the aesthetic merit of the 
ethnographic research (Glass, 2008; Pink, 2007b). 
 Perhaps one of the most important points in presenting visual and narrative 
ethnographic data is context (Becker, 2003, 2006; Harper, 2003). One problem often 
associated with visual ethnography is the separation of the empirical from the 
symbolic which is counterproductive (Harper, 2003). Ethno-symbology seeks to 
integrate the empirical and symbolic, therefore providing context. After all, visual 
materials get their meaning from their context, with sociological text providing 
context for images (Becker, 2003). Berry (2006) emphasises this by outlining the 
importance of intertextuality, that is, there is no meaning independent of context. 
Intertextuality is achieved by looking at a network of textual relations, disrupting 
stable and objective interpretations, seeking multiple meanings and looking at the 
plurality of relations between symbols and text (Berry, 2006). Seeking these multiple 
meanings is an important part of ethno-symbology as multiple symbolic 
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interpretations are not only possible but encouraged. This in turn challenges the 
notions of stability and objectivity.  
4.3.5 Limitations of the Method 
Like all methods, ethno-symbology does have limitations. While the researcher does 
not need to have special artist talent, they do need to at least have an interest and 
orientation toward artwork. Not only is interest required, but also time to create 
drawings. This is often a time consuming process, and when coupled with traditional 
data collection methods can cause a high workload. As a consolation though, aspects 
of analysis and reflexivity are being done through the process of symbolic creation 
which can save time later in the research process. 
 During this study I found that participants‘ workloads were very high and 
thus they had no time to create their own drawings. This means that researchers need 
to be sensitive to demands on participants prior to seeking to obtain participants 
symbolic creations which may not be feasible in many busy settings. If participants 
are able to create drawings then copyright issues may to be addressed before using 
such images.  
 Finally, during the group symbolic interpretation step, I raised the issue of 
conscious raising which was of great benefit for this particular study. Nevertheless, 
there may be cases where participants may suffer undue influence in a group setting. 
This can be minimised in several ways. First, groups should consist of members 
comfortable with each other and absent of asymmetrical power relationships (such as 
superordinates or subordinates in a hierarchy). Second, the main purpose of the 
group step is to determine readiness and raise themes to be followed up at the 
individual level.   
4.4 CONCLUSIONS 
This chapter has presented a new ethnographic method called ethno-symbology 
which uses visual images created by the researcher. Building upon new postmodern 
ethnographies that have arisen from the triple crisis of representation, legitimation 
and praxis; ethno-symbology seeks to enhance reflexivity and critical representation 
of participants‘ world views by exploring their symbolic interpretations of artwork. 
This is done in a five step process that begins with pre-site reflexivity and ends with 
individual symbolic interpretations of artwork created during the research process 
using traditional ethnographic techniques.  
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 The second part of the chapter presented a justification of a symbolically 
based methodology with emphasis on enhanced reflexivity, improved trustworthiness 
and the relationship between art and narrative. All these justifications were in 
response to the triple crisis present in ethnographic research that saw the 
development of new and more critical presentation based techniques. Ethno-
symbology will be used to answer the third research question that looked at the 
complex interaction between disciplinary power and technologies of the self that 
includes notions of resistance and agency and is presented in chapter 7 after the 
historical and narrative tours.  
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Chapter 5 
 
Museum Tour Part I: Historical 
Context 
(History of the Present) 
 
5.0 INTRODUCTION 
In chapters 6 and 7 specific discourses and social practices of the school context that 
impacted on professionalism will be outlined. This chapter widens the contextual 
base to conduct a history of the present. By presenting this section of the analysis 
first, a broad historical context can be gained. As indicated in the methodological 
section, Foucault's analytic techniques of archaeology and genealogy were used as 
basic foundations for this chapter. To improve flow and readability these techniques 
were combined to allow for analysis of key themes.  
In congruence with an inductive approach, findings from the critical 
ethnographic case study were used to guide the historical analysis. Most significant 
was the concept of struggle between Christian discourses and practices, and what 
staff expected as professionals. As a result, this section will look at the conflict, the 
tensions and the collisions between these discourses and practices.  
Before preceding it is important to be clear that this section traces context 
specific findings from the case study and is in no way provides any comprehensive 
history of schooling. While the school self identifies as non-denominational, the 
denomination on which the school is based is commonly classified as fundamentalist. 
This fundamentalist orientation is also reflected in its statement of core beliefs as 
well as the belief systems of the majority of staff. It should be noted that 
fundamentalism itself has a discursive history that goes back through Protestantism, 
Catholicism and the Early Church.  
5.1 ARCHAEOLOGY AND GENEALOGY OF FUNDAMENTALIST 
CHRISTIAN SCHOOLS 
This section focuses on the evolution of the fundamentalist Christian school in 
Australia and the US. While the majority of this section will be focused on 
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developments in Australian schools, it is important to also look at key developments 
in US schooling; particularly since US educational policy was influential on 
Australian policy regarding Christian schools (Maddox, 2005). In addition, there are 
also many parallels between US fundamentalist schools and those in Australia. 
 This section will begin with a broad overview of schooling in Australia and 
the US focusing on key ‗fissures‘ or ‗discontinuities‘ present. This will help to 
provide a ‗big picture‘ if you like of how schools in general have evolved. Following 
this is a focus on early church schools, early and fundamentalist schooling in the US 
and then schooling in Australia. This section will conclude with a look at political 
influences on fundamentalist Christian schooling in both the US and Australia.  
5.1.1 Overview of Key Discontinuities in US and Australian 
Schooling 
Schooling in the United States (US) and Britain both predate and have significantly 
influenced Australian schools (Teese, 1989). In both the US and Britain, schools 
emerged at the local level, to serve and meet the needs of their local communities (R. 
Anderson, 1985; Arum, 2000). Local communities often had key values and moral 
standards that formed a constraining framework on local schools (Arum, 2000). At 
this local level, schools were numerous, even before the government took control 
(Kiesling, 1983).  
The government takeover of the institution of schooling was not a demand of 
parents, rather of teachers and key government officials (Kiesling, 1983). In Britain, 
the expansion of the middle class and the perception of poor intellectual standards of 
some local schools led to a shift toward a more formal, bureaucratic institution of 
schooling (R. Anderson, 1985). This shift was accompanied by a more centralised 
curriculum, greater teacher professionalisation and increasing isolation from parents 
(R. Anderson, 1985). Furthermore, as students left school later, and the economy 
became increasingly industrialised, schools were seen as important microcosms of 
social cohesion (R. Anderson, 1985). Similarly, in the US, the most significant 
reform in 20
th
 century schooling was transition from the village school to a more 
structured, systematic and institutional form of schooling that was perceived to be 
more efficient, resembling a factory or machine of the industrial revolution (Lee & 
Smith, 1995). Nevertheless, one important difference between the US and Britain in 
these reforms was the timing of the move toward comprehensive schools. By the 
1930's many US schools were comprehensive, whereas in Britain, comprehensive 
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schools did not replace selective schools until the period 1965-1974 (Kerckhoff et 
al., 1997; Teese, 1989). Australia tended to be more influenced by the British model, 
with the early development of schools (1905-1930) being neither free nor 
comprehensive (Teese, 1989). The class system was very much present in Australia 
with the earliest public schools being seen as inferior to the very prestigious private 
schools that were based on the English public school (Teese, 1989). Schooling as an 
expansive comprehensive system did not occur in Australia until the period 1946-
1972 (Teese, 1989). 
Fundamentally, schools became institutionalised, systematic and formal for 
two main reasons. Firstly, to improve standards and efficiency based on the 'one best 
system' resonating business entrepreneurship and productivity (Lee & Smith, 1993). 
Secondly, they have been motivated by equity, particularly in the US through an 
attempt to undermine the impact of social class on educational achievement 
(Kerckhoff et al., 1997). Consequently, schools became more distant from local 
communities in order to service the demands of an expanding social and economic 
system (Arum, 2000; Segre, Tanguy, & Lortic, 1972). Further to this, schools have 
been required to meet continual changes in social and economic conditions, such as 
evolution of new technologies, an increasingly mobile population, increased female 
participation in the workforce and transforming demographics of metropolitan areas 
(Arum, 2000). 
For schools responding to a changing world, the philosopher Michel Foucault 
(1977) views history not as a smooth, continuous evolution; instead it is viewed as a 
series of discontinuities marked by key ruptures or shifts. Perhaps one of the best 
illustrations of this point is the 1957 soviet 'alarm clock' called sputnik (Toppo, 
2007). This first satellite in space caused great concern in the US, and resulted in a 
one billion dollar funding boost to schools to improve their competitiveness. This 
was a key wake-up call on the issue of high academic standards. In terms of the other 
key issue, equity, the wake-up call came in the form of the Coleman report in 1966. 
This report found that although some difference is expected between people of 
different backgrounds, schools were ineffective in narrowing that gap which 
appeared wider than should be reasonably expected (Kahlenberg, 2001). This failing 
report card on schools was accompanied by many key recommendations. This report 
had a significant influence on US policy and spending, one of the most notable was 
the racial integration of schools (Schugurensky, 2002; S.  Smith, n.d.). In Australia, 
 142 
schools were criticised on a number of fronts (Failures of: postmodernism, outcomes 
based education, student centred learning, reporting, and political correctness) by the 
Donnelly Report (Donnelly, 2004). This report commissioned by the federal 
government, focused on the threat to academic standards in Australia. As expected it 
sparked heated debate especially between state Labour governments and the federal 
Liberal government. One important outcome of the report was the initiation of a 
gradual move toward a common Australian curriculum.  
Greater federal government intrusion into educational policy is not isolated to 
Australia, it is also a phenomena in the UK and US. No Child Left Behind is an 
important US federal government initiative with a push towards greater school 
accountability (Moe, 2003; The White House, 2007). Despite its other key outcomes 
such as a reduction in bureaucracy and an increase in flexibility, Moe (2003) argues 
that school accountability is essentially a move towards more top down control. 
Popkewitz (1994, p. 7) also notes this irony of greater autonomy and greater controls: 
It is ironic that the desire to produce new degrees of freedom and autonomy for 
teachers through the educational sciences has had historically different effects 
upon their responsibilities. New technologies tend to regulate further teachers‟ 
lives through an individualization process that makes every teacher subject to 
ceaseless supervision by themselves and others. 
These complex policies form the political context through which institutions must 
operate.  
 Given this broad overview, a look at aspects of history more specific to the 
institution of Green Hills will be undertaken. Focus has been more on the US than 
Britain due to the school being influenced by right wing fundamentalist policies in 
the US rather than being a continuation of the elite private schools of Britain.  
5.1.2 The Early Church and Schooling 
Early Christians were instructed on matters of faith in home and church, with those 
of affluent parents going to pagan schools for cultural broadening with no apparent 
fear of such influences (Hill, 1990). It wasn't until the 4
th
 century that the church 
started to sponsor schools, with the initial motivation of Christ like concern for 
others (Hill, 1990). By the 12
th
 century Christian schools primarily catered for future 
leaders (Hill, 1990). The reformation was the beginning of the idea of mass or 
universal education where the church should be responsible for providing schools in 
a Christian society (Hill, 1990). Prussia and Scotland were the early leaders in 
 143 
universal schools adopting a principle of God‘s love for all mankind rather than a 
specific biblical mandate (Hill, 1990). In contrast, Luther was of the view that 
Churches in each of their communities should set up schools (Hill, 1990). This idea 
was particularly influential in the early days of US schooling. 
 This brief section is important to trace the very beginnings of Christian 
schooling to determine these influences on later schooling discourses and practices. 
Overall, we can see that both church based schools and in fact mass schooling both 
evolved from similar basic principles of benevolence in order to create a better 
society.  
5.1.3 Early Schooling and Fundamentalist Schooling in the 
US 
Recall that archaeology and genealogy look for key discontinuities present. In the 
case of fundamentalist schooling, we shall see that the formation of fundamentalist 
schools was essentially a counter assault to certain events that were perceived to be a 
move away from the nations ‗Godly‘ foundations. 
5.1.3.1 Early US Schooling 
In the early US colonial era up to circa 1750, the early colonial fathers faced 
important issues relating to Christian education (Sutherland, 1900). These included 
the nature of parental responsibility, relations of compulsory schooling, the extent of 
a secular curriculum, the relationship between the state and the church (Sutherland, 
1900). Specifically, what would be the relationship between church and schools, and 
could Christian schools be expected to get assistance from the state (Sutherland, 
1900)? Such important matters were considered in the early stages of US history. 
Even in the early stages, debate was raised about the curriculum of Christian 
schools that was supposed to give Christian training; with many critical over what 
was considered a return to papal models; that is, a focus on classic as opposed to 
practical education (Sutherland, 1900). At this stage, we see signs that educational 
practices were not suited to the majority of students, instead, they were considered 
remnants of pre-reformation systems that catered for the elite. Opposed to this, was 
also the idea that in these early days the church had the right and responsibility to 
educate the young (Sutherland, 1900). Nevertheless, even when America was still 
part of the Commonwealth, education was seen as having important intrinsic value 
even apart from the Church. From this point public education would be developed. 
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Following the independence of the US, education was seen by the founding 
fathers as central to the future of the nation (Sutherland, 1900). In the late 1700s and 
early 1800s the Church had failed to take up the role of educating the young and now 
attention turned to the state to provide this vital role. 1837 marked a key turning 
point in US schooling history with Horace Mann, who became the father of the 
American public school system, giving birth to a comprehensive state based system 
of schools (Sutherland, 1900). In response, the churches watched closely the rise of 
the secular system, with many suspicious of Mann's intentions. Coming under fire, 
Mann (1913, p. 299) had to defend himself against these attacks: 
I desire also, to vindicate the system with which I have been so long and 
intimately connected, not only from aspersion, but from the suspicion, of 
being an irreligious or anti-Christian or an un-Christian system. 
Compounding the problem was the fact that during the mid-1800s was also the 
growth of discourses that challenged Christianity such as naturalism and literary 
criticism. This coincided with the growth of the US public school system where not 
only Christian schools, but Christians in general, saw this as an attack. 
Regardless of these criticisms, Christian schools declined since 1843, and 
paralleled the declining church that needed the aid of Rome as Sutherland (1900, p. 
427) indicates: 
...so now these sectarian schools watched with a jealous eye the progress of 
un-sectarian schools, and, unable to hold their former and their allotted 
position by virtue of inherent strength, they reached out their hands to the 
state coffers, and received aid. 
So not only were private religious schools unable to take up the mandate advocated 
by Luther to educate the masses, they were now struggling to stand on their own and 
thus needed the help of the state. In the US, although this parallel system of state and 
private schools developed, there was also a constant concerted effect by Christians to 
influence the politics and practices of state schools (Maddox, 2005). These Christian 
influences on politics will be discussed in more detail in a subsequent section. 
Turning our attention to teaching practices - qualifications, lack of standards 
and turnover of teachers was a major issue in private schools in the US (Picket et al., 
1837). This resulted in calls for private school teachers to have at least the same 
qualifications as public school teachers (Picket et al., 1837). Pay was also a major 
issue with a lack of value placed on education by many parents given as the cause of 
these problems. Calls were made to rectify this situation: 
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Straightened in their circumstances, they are compelled to have their minds 
absorbed by the cares required to eke out a scanty subsistence for themselves 
and families; and thus the hours spent in school, are humid, confused and 
painful. The teacher should be a man of one business; his attention should be 
undivided. 
(Picket et al., 1837, p. 195) 
Later this situation was rectified (W. Russell, 1853). This was also coupled by better 
teacher training and higher status (W. Russell, 1853). 
5.1.3.2 Attack on Fundamentalist Beliefs and Counter-Discursive 
Response 
Even after the establishment of mass schooling under Horace Mann, and despite the 
difficulties of private schools, there was the firm commitment of Christianity 
pervading all aspects of schooling as Stowe (1851, p. 121) points out: ―Our schools 
should be Christian schools for Christian children.‖ Yet coupled with the rise of 
universal schooling, came attacks on the foundations of Christianity from another 
direction. In 1859 Charles Darwin published: The origin of species, a text that 
outlined the theory of evolution, thus challenging the biblical accounts of creation in 
Genesis. In conjunction, arising from the rational thinking of the enlightenment in 
the 1700s was the emergence of literary criticism which was gaining prominence in 
the 1850s and seen as a major threat (Hague, 1910). Literary criticism also hit at the 
very heart of Christian discourse, by challenging the divine inspiration of the bible. 
In other words, its intent was: ―not to confirm the authenticity and credibility and 
reliability of the Scriptures, but to discredit in most cases their genuineness, to 
discover discrepancies, and throw doubt upon their authority‖ (Hague, 1910, p. 1).  
In response, in 1909, two lay businessmen sponsored the formation of a key 
text: The fundamentalists: a testimony to the truth. This text not only repealed these 
secular onslaughts but sought to reaffirm key biblical doctrines. The text itself 
consisted of four volumes (Nadeau, 2005). Most of the first volume and some of the 
second challenges the validity of higher literary criticisms and establishes the bible 
as the literal inspired word of God (Nadeau, 2005). Subsequently, in the second and 
third volumes, key doctrinal foundations are outlined. The final volume continues the 
counter discourse against Darwin‘s naturalism as well as Christian cults (Nadeau, 
2005). The principles in these discourses have been influential in forming modern 
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fundamentalism and the text, The fundamentalists: a testimony to the truth remains 
an important reference point of counter discourse against modernism (Hood, Hill, & 
Williamson, 2005). 
Nonetheless, from the early fundamentalists to the present does not mark a 
smooth continuous counter discourse of fundamentalism against the evils of 
modernism and the public school system.  Despite these assaults on fundamentalism 
in the broader community in the US, schools were still able to maintain many of their 
Christian traditions such as school prayer and bible reading (Erickson, 1986). In fact 
up to circa 1950: 
…most right-wing Fundamentalist churches were officially opposed to the 
“Christian day school movement,” insisting that public schools were 
sufficiently neutral to be patronized by Fundamentalists, that Children would 
grow up to be stronger Christians if not unduly sheltered, and that 
Fundamentalists were obliged to “witness to their faith” within public 
schools. 
(Erickson, 1986, p. 90)  
Although there were still Christian schools in the US during this time, there did not 
exist a strong enough attack on Christianity to warrant a response in terms of wide 
spread fundamentalist Christian schooling. Despite the broader attack on 
fundamentalism and its counter discursive response 50 years earlier, schools to a 
large extent, escaped this war. The question then arises, what changed all this? 
5.1.3.3 The Rise of Fundamentalist Schooling 
There were two key turning points or disjunctures that impacted on fundamentalist 
views of schooling. First in 1948 was the Supreme Court decision to ban religious 
instruction, prayer and bible reading in schools (Drinan, 1988; Erickson, 1986). This 
followed a successful lawsuit by McCollum (a parent and atheist) against the Board 
of Education seeking the separation of Church and State (Drinan, 1988).  The 1960s 
marked a second key turning point in US schools. Here the pervasive 
experimentation culture (sex, drugs, and rock and roll) was being felt in public 
schools (Erickson, 1986; Wald & Calhoun-Brown, 2007). The 1960s also saw the 
rise of other areas of modernism, such as: sex education, controversial books in 
school libraries and more heated attacks on creationism (Erickson, 1986).  
Fundamentalism could no longer tolerate the public school system and 
needed to resurrect one of the fundamental beliefs of the Christian faith, that is, 
separation from the world. Specifically, Maslen (1982, p. 210) states that Christian 
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schools must work ―...against the liberalism, modernism and secular humanism of 
public education systems in western society...‖. Similarly, Currie (2000, p. 103) 
states that fundamentalists seek ―the exorcism of Modernism and concepts like 
evolution.‖ This attack of modernism was also viewed as an abandonment of the 
principles of the US founding fathers as well as practices and attitudes in early US 
schooling (Drinan, 1988). After all, the US was founded as ―one nation under God‖. 
Schooling had become a battle ground where either ―man‘s wisdom (humanism) or 
God‘s wisdom (Christianity) would prevail‖ (Provenzo, 1990, p. 88). 
In response to these attacks, in the late 1970s there was a large increase in the 
number of fundamentalist schools particularly in the south and south west of the US 
(Drinan, 1988). This was also aided in 1981 when Ronald Reagan gave tax credits to 
parents of private school children (Drinan, 1988). Consequently, this was a 
promising age of the fundamentalist Christian school (Drinan, 1988). At last, 
separation from the world in the form of fundamentalist schools was within reach of 
many parents.  
In studying the degree of this separation from the world, Peshkin‘s (1987) 
classic ethnographic study of a fundamentalist US school, saw the formation of the 
school as a ―total institution‖ (Erickson, 1986,  Provenzo, 1990, p. 89). This school 
(Bethany Baptist Academy) sought to exert as much influence over students as 
possible as Erickson (1986, p 88) explains: 
The school, no less integral to the church than a Sunday morning service, 
extended its single-minded purview far beyond the instructional hours, 
demanding deep involvement in church affairs and abstention from many 
worldly pursuits.  
Peshkin (1987) found that the Church and School were actually very successful in 
creating a ―total institution‖ that achieves the Christian aim of separation from the 
world. 
5.1.4 Fundamentalist Schooling in Australia 
On reflection of the emergence of fundamentalist schools in the US, we see that 
fundamentalism was essentially a counter-discourse that emerged in the early 1900s 
in response to the attacks of evils, such as: naturalism, modernism, secularism and 
humanism. Yet these ills did not have a breaking impact on US schools until much 
later.  
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 In comparison with the US, Australia is a more secular based society (Jones, 
2006). Therefore, while fundamentalists shared similar views in terms of counter-
discourse against such aforementioned ills, these were less significant (Barcan, 
1993). This section will look at several aspects of fundamentalist schooling in 
Australia. First, there is a need to look at the emergence of fundamentalist counter-
discourse and practices within Australia. Second, the overall context of private 
schooling in Australia will be examined. This will take a primarily political and 
financial orientation; in other words, looking at the conditions that made private 
schooling in Australia financially viable for fundamentalist schools. Broader political 
influences of fundamentalism in Australia and the US will be explored in the next 
section (5.1.5)    
5.1.4.1 Fundamentalist Schooling in Australia: Similarities with the 
US  
Australia, like the US was not immune to the attacks on fundamentalist Christianity, 
especially literary criticism and Darwin‘s naturalism. In fact, the onslaught of these 
discourses, of which the effects were being felt in schools in many western countries 
including Australia; there arose the counter-discourse of ‗Non possumus‘ ("The 
Catholic Cause in New Zealand", 1891, p. 5). Non possumus in Latin literally means 
‗we cannot‘, in other words, we cannot take away the religious or Christian teaching 
of young children and expect to maintain Christianity as a nation‘s religion ("The 
Catholic Cause in New Zealand", 1891). Secularism had infected the schools of 
America, England and Australia and was seen as a dangerous threat, a possible death 
blow: 
They have seen deceived protestants everywhere turning after a time from the 
enslaving thing that had lured them into deception, and crying aloud in their 
anguish, "Give us back our Christian teaching." But it is too late. The secular 
vulture has fixed its foul talons in the body of the state, and protestantism 
feels itself in its death-throes. 
("The Catholic Cause in New Zealand", 1891, p. 5) 
Something had to be done in response to this onslaught of secular humanism and 
naturalism that sought to undermine the very foundations of Christian discourse. 
Christians needed to unite with a discursive shift in the battle grounds, away from 
Catholic verses Protestant, towards Christian (private) against secular (state) ("The 
Catholic Cause in New Zealand", 1891). There were two main directions of 
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response. Firstly, a more moderate or liberal view that de-emphasises doctrinal truth 
and emphasises the spirit of Christianity. In 1905 we can find evidence of the 
widening of focus of the purpose of some Catholic and Christian schools best 
summed up by Keane (cited in Abbott, 1905, p. 59): 
What, above all, makes it a Christian school are the moral atmosphere, the 
general tone, the surrounding objects, the character of the teachers, the 
constant endeavor, the loving tact, the gentle skill, by which the light and the 
spirit if Christianity -its lessons for the head, for the heart, for the whole 
character - are made to pervade and animate the whole school-life... 
However, not all Christians took this view, with many seeing it as compromise, 
being infected by secularism. The more militant response was a counter-discursive 
assault, the birth of fundamentalist Christianity which called for a separation from 
the world. 
In Australia, the strength of this counter-discursive assault seemed less 
pronounced than in the US. In fact Barcan (1993, p. 310) argues that the increasing 
move to private schools was more about a general dissatisfaction with the standards 
of state schooling and ―to a lesser extent it was a rejection by fundamentalist 
Christian groups…of the values and culture of state schools‖. Nevertheless, the 
teaching of evolution in schools did result in a counter-discursive campaign by 
fundamentalists in the 1980s to be able to teach creationism as an alternative to 
evolution (Barcan, 1993). This campaign was successful in Queensland with creation 
being allowed to be taught as another possible theory, yet it was unsuccessful in 
NSW with creationism being banned in 1986 (Barcan, 1986).  
In general, this separation from the world has given rise to two constant 
foundational philosophical concepts on which Christian education is based, both in 
Australia and the US. These foundations are firstly parental control or parental 
responsibility, and secondly a Christian worldview encapsulated in Christian values 
and beliefs (Maslen, 1982; Religious Education Association, 1959).  
 First, parental responsibility for raising children is a clear biblical mandate as 
indicated by scriptures such as: ―Train a child in the way he should go, and when he 
is old he will not turn from it.‖ (Prov. 22: 6). In spite of the mandate being very clear, 
the execution of that mandate, particularly in relation to schooling is somewhat 
equivocal:  
What is normative is the responsibility the Scripture places upon parents. Any 
particular way of meeting that responsibility cannot claim complete divine 
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sanction. My claim for the Christian parent-controlled Christian school is 
that it gives the parent a better opportunity to fulfill that responsibility than a 
state school. 
(Weeks, 1990, p. 139) 
Accordingly, Weeks (1990) argues that Christian schools provide the best means, the 
most appropriate mechanism, the wisest guiding influence needed to fulfill this 
mandate. Not only that, Maslen (1984) actually credits the growth of private schools 
in the 1980s with the discourse of parental responsibility especially in the face of 
what was seen as declining standards in public schools. Deakin (1997) agrees, 
arguing that the fundamental right held by parents that they are the ones responsible 
and accountable for the upbringing and training of their children before God was a 
key factor in the shift toward Christian, especially fundamentalist Christian schools. 
The Australian Parents Council also strongly supported the belief that ―...all parents 
are the primary educators.‖ (Maslen, 1984, p. 16). 
 Secondly, and very much interrelated with parental responsibility is that 
Christian schools have grown out of the need for bible based pedagogy with a 
curriculum based on a Christian worldview (Deakin, 1997). Equally important is the 
belief that the government has too much influence on the development of the child 
and that it is parents that have the ultimate responsibility for their children, not the 
state (Deakin, 1997). What this means is that Christian schools do not just allow 
religion as part of their life, but use it as the primary governing principle of all 
aspects of the individual subject, that is: spirit, soul and body (Deakin, 1997).  
 The problem in Australia is that private schooling for a long time was only 
available as an option for the wealthier parent as many private schools actually 
struggled to survive. Therefore, we now turn our attention to the broader political and 
financial history of private schools in Australia that eventually allowed 
fundamentalist Christian schools to not only begin, but to thrive.  
5.1.4.2 Private Schooling in Australia: Political and Financial 
Context  
The English denominational system prevailed in the early days where government 
funds were given to denominations to build schools on church lands, with teachers 
appointed by the clergy (Orgood, 1868). These sectarian schools were very 
inefficient with limited resources and small numbers, often in poor buildings with an 
incompetent teacher (Orgood, 1868). Given these problems, in 1861, while retaining 
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these sectarian schools, Australia went to a national system modeled on Ireland 
(Orgood, 1868). These schools were open to all and subject to national inspection 
(Orgood, 1868). Success of these national schools mirrored that of the US (Orgood, 
1868). 
As early as the 1820s, private religious interests began to merge with 
corporate ambitions in attempts to create private schools (Sherington, 2004). These 
were first attempted by the Church of England, but failed several times until after 
1831 when the first grammar school on the outskirts of Sydney was established 
(Sherington, 2004). At this stage in Australia's history it was quite difficult to 
establish a private school with little government support, with many failing in their 
early stages. By 1899 there were several private schools in Sydney (J.P., 1899). 
Similar to the US, private schools were not only struggling but observing the 
increasing secularisation of schools: 
...it is not wonderful that in all the lands there has been a disposition amongst 
the masses unconnected with the true church to coquet with secularism. It has 
been so in England, in America, in Australia, under the infidel Government of 
France, and wherever the spirit of modern paganism has been able to effect a 
lodgement. 
("The Catholic Cause in New Zealand", 1891, p. 5.)  
The Catholic approach was more pragmatic arguing that they should receive funding 
for the Children that they bring up to the state standard of instruction ("The Catholic 
Cause in New Zealand", 1891). Also at this time, with support from Rome, the 
Catholic Church began to develop its own system of private schools in a number of 
countries (D. Anderson, 1993). Although this involved huge costs to the Catholic 
Church, the Catholic school system has gone on to become the largest and most 
successful private school provider in Australia (D. Anderson, 1993). 
In 1901 with federation, Australian colonies, now states, developed their own 
public education systems based on earlier colony based schools (D. Anderson, 1993). 
The move to a more comprehensive public based education system was the result of 
the inadequate denominational system as well as the influence of Darwin‘s 
naturalism (D. Anderson, 1993). This also corresponded with the end of financial aid 
to private schools (D. Anderson, 1993).  
Up to 1909 the government had very little authority over private schools 
which meant they were not accountable to government bodies (Knibbs, 1910). At 
this stage there were no state high schools. The only statute of accountability was in 
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the area of attendance, where students had to be given regular instruction over a 
minimum number of days (Knibbs, 1910). Private schools, could, if they so desired 
submit themselves to an inspection process (Knibbs, 1910). Only in 1910 did 
grammar schools begin to come under inspection meaning they had complete 
autonomy in all areas of practice including discipline and curriculum.  
In the 1920s only a small proportion of students were enrolled in state 
secondary schools, for example in Victoria it was only 3% of the total enrolment 
(McCallum, 1990). In contrast, in private schools, secondary education made up 25% 
of enrolments (McCallum, 1990). Here, we see a shift away from the primacy of 
importance on Christian or moral values in private schooling towards the importance 
of education for university entry and a good career. This was reinforced further with 
the onset of the great depression. The great depression saw secondary school 
numbers in NSW double between 1925 and 1935 (McCallum, 1990). Similar patterns 
in Victoria created great financial burdens on the state that would last a decade 
(McCallum, 1990). In the nation‘s capital, Canberra, there were 12 public and 3 
private schools (Watson, 1932). These private schools were hit hard by the great 
depression, and calls were made for funding for these private schools (Watson, 
1932). Yet also around this time, calls were made for the abolition of private schools. 
Underlying this argument was the importance of education in maintaining social 
cohesion and common democratic values (Duncan, 1936). Private schools were 
viewed as having their own propaganda and vested interests that could potentially 
undermine Australia's social cohesion (Duncan, 1936). For all that, private schools 
continued and in many ways continued to struggle.  
In the early 1950s, the Australian Capital Territory (ACT) Advisory Council 
voted to recommend aid for private schools, citing Scotland and Holland as 
successful examples of such a scheme ("Council to urge financial aid for private 
schools", 1951). Their proposal was for a per student grant based on average 
enrolments ("Council to urge financial aid for private schools", 1951). Later that 
year, aid to private schools in Canberra would be done in the form of direct grants 
and tax deductions for parents sending their children to private schools. This marked 
an essential beginning point of government aid to private schools (Caldwell, 1982). 
In essence, this was an important turning point where it became politically 
advantageous to support private schools (D. Anderson, 1993). Even the Labor party 
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that had previously opposed private school funding, now supported funding for 
private schools according to need (D. Anderson, 1993).  
 Even so, many private schools were still struggling especially in other states. 
The Sydney Morning Herald ("‘Struggle‘ for private schools", 1955) quoting Dr. 
Wood, secretary general of Methodist churches said many Church based schools 
were struggling to stay open. This was compounded by declining Church numbers in 
Australia. Discursively, Dr. Wood quoted by the Sydney Morning Herald 
("‗Struggle‘ for private schools", 1955, p. 3) was sure that government aid would not 
be forthcoming: 
Naturally, the general public would not agree to Government revenue aiding 
private schools...Government schools only will be the recipients of 
Government money. 
This also marked the point where private school enrolments as a percentage of total 
enrolments began to fall (Maslen, 1984). 
Christian schools, independent of the main Churches (Anglican and Roman 
Catholic) were set up much later in Australia. In 1953, the Christian Parent-
Controlled Schools Association was set up in Tasmania, leading to the first 
independent Christian school in 1962 (Deakin, 1997). Given the financial constraints 
faced by private schools, the growth of independent fundamentalist schools was 
initially slow.  
The 1960s saw a significant decline in private school numbers primarily due 
to a number of measurable fee increases (Baird, 1981). Some aid, at least indirect 
aid, did come in the form of shared facilities ("Bitter A.L.P. State Aid Debate 
Likely", 1963). The Federal Education Committee recommended that state schools 
share specialised facilities such as science labs with denominational schools ("Bitter 
A.L.P. State Aid Debate Likely", 1963). These recommendations would be strongly 
opposed by the Australian Labor Party (ALP). Regardless of this opposition, it was 
reported that aid to private schools was becoming a political winner with campaigns 
in NSW and WA promising allowances, bursaries and subsidies for private education 
("State aid for private schools", 1965). There were two sides or arguments to this 
proposal. On the one hand, was the argument that even though parents have the right 
to choose the school for their children, in a secular nation such as Australia they have 
no right to expect taxpayer funding especially when they have rejected the available 
government schools ("State aid for private schools", 1965). On the other hand, 
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without funding and aid, many private schools were in danger of collapsing, adding a 
huge burden to state and federal governments ("State aid for private schools", 1965).  
Aside from these two views, there was also the concern over the extent of any 
aid given. Would it be on a short term basis so that private schools could overcome 
their economic hurdles or would it open up the 'flood gates' of aid and funding for the 
private school system ("State aid for private schools", 1965). Federal education 
minister Senator Gorton entered the debate making it clear that a 'crisis in education' 
would arise if private schools were not supported and thus allowed to collapse 
("Education Crisis 'if no private schools'", 1965, p.4). In other words, extension of 
financial aid to private schools was in the economic interests of Australia. As an 
important part of his argument Senator Gorton made it clear that the government 
must have authority over the standards maintained in private schools ("Education 
Crisis 'if no private schools'", 1965). At the end of the year the Federal government 
announced an aid policy to private schools that increased the value of capital grants 
for school buildings ("New Federal aid for private schools", 1965). Despite these 
measures, between 1966 and 1976 there was 6% drop in private school enrolments 
(Maslen, 1984). 
In 1970, the Liberal coalition introduced per capita grants for each student 
enrolled in private schools (Carrick, 1977). This was based on a needs basis which 
was very similar to what was used by states in the US. It was also announced that in 
the future these grants would be raised to 20% of the running costs with a similar 
percentage matched by the states (Carrick, 1977). While many private schools 
continued to struggle up to and including the early 1970s, ("Aid to 'aristocrat' schools 
hit", 1972) many criticised the funding of private schools which saw large increases 
for the wealthiest private schools, while government and the more needy private 
schools continued to struggle. Even so this represented a big increase of 80% to 
private school funding ("Aid to 'aristocrat' schools hit", 1972). In 1974, the Liberal 
opposition proposed to restore the per capita grant for all students attending private 
schools, but this would depend on better economic circumstances, in particular 
getting inflation under control ("Inflation is key to Lib school plan", 1974). These 
would be set at 20% of running costs to match state funding, with running cost per 
student based on government school costs (Carrick, 1977). 
The year 1977 marked a turning point for private schools, enrolment 
percentages were at their lowest levels in 20 years and many private schools 
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continued to struggle. Carrick (1977), the Federal minister for education argued that 
private schools were coming under increasing financial pressure and many were 
struggling to survive. Carrick (1977) illustrated that from 1974-76, over 60 private 
schools were forced to close due to financial circumstances and this even included 
some of the more 'wealthy' schools. Although states continued to provide some aid 
(20% per capita grant), greater help at the federal level was needed (Carrick, 1977). 
Carrick (1977) also argued that it was in the best economic interests of the 
government to fund private education since the cost is only 50% of that of public 
education.  
This increase in funding for private schools and their change in fortunes 
caught the attention of the Australian Education Union (AEU). The AEU, riding the 
momentum of this increased funding to private schools, proposed a radical plan of 
equal funding for private schools (Parfitt, 1979). Naturally, there was a 'catch', in fact 
a big one. Non-government schools would not be able to charge fees or accept 
contributions, nor be able to select on any basis such as religion or background 
(Parfitt, 1979). Teachers in all non-government schools would become part of the 
state teaching service (Parfitt, 1979). The only concession was that 'religious 
philosophies' could be maintained (Parfitt, 1979, p. 2). Clearly, the unions could see 
the increasing role of privatising education through these increased grants. In 
response, they sought to nationalise private schools. Without a doubt, it comes as no 
surprise that this proposal went no further; it made no economic sense with the 
government having to shoulder 100% of the financial burden of schooling. Such a 
proposal would not only strip almost all power and autonomy from private schools 
but also create an unnecessary burden on public schools.  
Two important events in the early 1980s also helped to launch the platform 
for the growth of private schools in Australia. Firstly, in Queensland, Premier Sir Joh 
Bjelke-Petersen wanted to introduce restrictions to prevent the setup of religious 
schools with extreme values due to the risk that they were also likely to be sub-
standard (Maslen, 1982). However, many church groups saw these restrictions, 
though well intended, were potentially threatening and thus lobbied successfully to 
the fundamentalist Christian premier to have them delayed, and eventually forgotten 
(Maslen, 1982). The second important event was the High Court ruling in 1981 that 
payments to non-government schools were not unconstitutional (Maslen, 1982). This 
followed the high court challenge in 1980 by the Council for Defence of Government 
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Schools ("Rebuke needed for school aid", 1980). The decision was based on the fact 
that no particular religion would be favoured (Caldwell, 1982), although the vast 
majority of schools were based on some form of Christian denomination. Maslen 
(1982) further contends that this not only gives non-government schools the right to 
seek government funds, but also the right to legally appeal any cuts in government 
funding.  
This decision coupled with the rise of federal government funding saw the 
growth of the smaller independent Christian schools (Baird, 1981). Also, during the 
early 1980s American fundamentalism and commercial culture was beginning to 
influence Australian culture with many churches realising the need to create schools 
to ensure their long term survival (Maslen, 1982). This was in reality the start of a 
significant rise of fundamentalist schools in Australia. By 1983, at least 73 
fundamentalist schools had been set up in Australia that used the US based 
‗Accelerated Christian Education Program‘ that incorporated both its curriculum and 
system of study (Barcan, 1993, p. 229). A second group of Christian Parent-
Controlled Schools also opened (11 in NSW, 7 in VIC, 6 in WA, 2 in QLD and 1 in 
SA) (Barcan, 1993, p. 229).  A third group of 11 Christian Community schools 
opened in NSW (Barcan 1993). This was particularly the case in the new booming 
suburban areas of Australian cities where there was little competition from 
established private schools (Baird, 1981). For example, at least twenty 
fundamentalist Christian schools sprung up quickly in Melbourne‘s outer eastern 
suburbs (Maslen, 1982). Clearly, there was a demand from parents for this alternative 
education. Baird (1981) also indicated that this demand did not necessarily stem from 
religious views, more important were the lack of industrial issues with teachers, 
better facilities and perceived higher academic standards (Baird, 1981). Maslen 
(1984) agrees, noting the increasing dissatisfaction with public schools. Furthermore, 
Maslen (1984) indicates that policy decisions on federal government funding for 
private schools were so favourable that these schools could look forward to a time of 
growth over the next 8 years. Private school numbers were up, with 25% being the 
national average, and Victoria having the highest percentage (28%) in private 
schools. For most schools, Federal government grants covered between 40 to 60% of 
running costs with state government grants also being given (Maslen, 1984). In some 
private schools such as the poorer Catholic schools up to 90% of running costs were 
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covered through government grants and subsidies (D. Anderson, 1993; Maslen, 
1984). 
Coupled with these funding increases came greater state influence over 
private schools (Barcan, 1993). Since the Commonwealth and State governments had 
invested heavily in private education, it was expected that private schools not only 
taught the state mandated curriculum, but also followed state legislation regarding 
teacher employment, salary and discrimination (Barcan, 1993). Consequently, these 
funding increases saw private schools becoming increasingly subject to state run 
educational and employment requirements. 
In 1987 the Liberal party opposition proposed even greater increases for 
private school funding indicating that the 20 schools knocked back would be able to 
go ahead under their policy (Susskino, 1987). Nevertheless, the per capita funding 
model persisted under the Labor government leading to a drop, in real terms, of the 
cost of private schooling (Susskino, 1987). 
Since its inception in 1996, the Howard Government did make significant 
increases to private school funding. The Australian Education Union (AEU, 2004) 
has fought hard to stop these increases and promote a more equitable system 
especially for public school students. Of particular interest is the AEU‘s (2004) 
opposition to establishment grants to start private schools, indicating that it is quite 
easy to start a new private school with only a small enrolment (60% of grants were to 
schools with 60 or less students). In fact, under Prime Minister John Howard, 
Australia became one of the leading proponents of school choice and support for 
private schools (Sherington, 2004). Not only did John Howard vigorously support 
private schools through funding but also through discourse that criticised the value 
neutral position of public schools (Kremmer, 2004). These concerns with public 
schools plus the growth of inexpensive private Christian schools from just a few 
thousand dollars a year has seen significant growth in private school enrolments 
(Kremmer, 2004). Further to this, Sherington (2004) suggests a transfer in the 
purpose of education as a provision for the public good to a positional commodity 
that has enabled private schooling to become within the reach of an increasing 
number of Australian families. 
From this political and financial context, we see that the creation of 
fundamentalist Christian schools was only financially possible on a broader scale 
from circa 1980 following a series of significant federal increases to private school 
 158 
funding, particularly under Prime Minister John Howard. It is now time to turn to the 
influence of fundamentalist Christian groups on politics and funding in both 
Australia and the US.  
5.1.5 Wider Influence of Right Wing Christianity on Politics 
and Practices in Australia and the US 
Apart from the important influence of free market reforms, it is also important to 
examine the Christian influences on US and Australian politics and by extension, 
schools, especially given parallels between the US education system and that of 
Australia (Caldwell, 1982). These powerful political influences are the product of 
more recent history. Maddox (2005) argues that under the Howard government, 
many right wing influences and polices under the broad umbrella of theocracy were 
imported from the US. Specifically, these included strong family values and 
opposition to gay marriage, lax censorship and so forth (Maddox, 2005; Wald & 
Calhoun-Brown, 2007). Also, promotion and support of faith based welfare and 
schooling was a key characteristic in line with US right wing politics (Maddox, 
2005). In fact, several commentators (Maddox, 2005; Wald & Calhoun-Brown, 
2007) argue that President G.W. Bush was the embodiment of right wing religious 
thinking, following on from the last republican presidents Ronald Reagan and G.H. 
Bush. On reflection, the rising influence of right wing politics did not just happen, 
but actually began from a bottom up movement after disillusionment with a top down 
approach (Maddox, 2005). Further, it reflected a transformation in the US electorate 
with a rise of fundamentalist evangelicals coinciding with the decline of mainline 
denominations (G. Clarke, 2009).  
As we have seen, the churches in the US in the 1800s failed in their God 
given mandate to educate, paving the way for the US comprehensive public schools 
system. This left churches to watch, and struggle to offer alternatives to what became 
a national system of public education. During this time churches continued in their 
efforts to influence public education. Some Christian influence in politics began in 
1935 with prayer breakfasts, but these were more aimed at combating socialist rather 
than moral values (de Tocqueville, 2002; Maddox, 2005). 
Foundations for right wing religious influence according to Maddox (2005) 
were laid by a series of privately funded think tanks that researched and sought to 
influence both economic and social policy in the US. This process began in 1947 
with the formation of the Mont Pelerin Society. Similar think tanks began to emerge, 
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with many being funded by evangelical or fundamentalist Christian individuals or 
groups (Maddox, 2005). Hill (1990) states that many Christians believe that they 
have a God given mandate to maintain the supremacy of Christian values in all 
schools, consequently providing the imperative for Christian political activism.  
Perhaps one of the most significant influences on the growth of these think 
tanks and the increasing activism of the Christian right was the perceived attack and 
decay on 'Christian values' during the 1960s, a decade of experimentation in the 
removal of moral boundaries (Wald & Calhoun-Brown, 2007). Such a decline in 
traditional values, together with what was seen as a soft and compromising approach 
from many mainline churches (including the World Council of Churches 
organisation), who many felt were allowing these values into their walls, saw a 
renewed vigour and fighting spirit in the Christian right (Maddox, 2005). Even so, 
the momentum of decay was significant, even finding its way into politics within the 
Nixon administration in the early 1970s. Therefore the downward spiral had found its 
way to the very heart of American politics.  
Also of significance was the 1964 agreement between Australia and the US 
on educational exchanges (Archer, 1967). Although such exchanges existed prior to 
this, they were part of the Fulbright scheme and were US funded (Archer, 1967). 
This new agreement gave Australia a more active role in exchanges and further 
exposed both countries to educational philosophies and practices of the other.  
A significant beginning for the fight back of the Christian right was the 
creation of the Heritage Foundation in 1973 by a wealthy Colorado Brewer that had a 
$25 million annual budget (Maddox, 2005). The Heritage Foundation like many of 
its counterparts promoted free market liberalism and conservative social values 
including strong support for Christian schools (Maddox, 2005). Counterparts 
included the Institute on Religion and Democracy founded in 1981 that was 
especially critical of left wing churches; and the Action Institute founded in 1990 that 
supported family values and free market reform (Maddox, 2005). 
Mirroring the rise of these think tanks was also the rise and prominence of 
many televangelists. These were exclusively right wing fundamentalists, with many 
being Pentecostal. Maddox (2005) cites the example of Pat Robinson who threw 
support behind born-again President Jimmy Carter, but was later disappointed at 
Carter's failure to take a stand on moral issues. Following this disappointment a new 
strategy was suggested in the early 1980s from two influential sources, the Heritage 
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Foundation think tank as well as Pat Robinson‘s televangelist guest Tim LaHaye 
(Maddox, 2005). Instead of focussing on the presidency, in a top down model; the 
focus would be bottom up, using a large network of churches to get candidates into 
local positions and from there the presidency would take care of itself (Maddox, 
2005). Over the past 15 years there is evidence of the Christian right pushing for 
positions on school boards (Bruce, 1995; Wald & Scher, 2003). Of course, this was 
differentially mirrored in Australia through the rise of private religious schooling.  
Similarly, in Australia conservative think tanks were also influential 
beginning with the Institute of Public affairs in 1943 (Maddox, 2005). While 
Australia did not have its own televangelists, it was influenced by US figures and 
more importantly by key Australia pastors who founded 'mega churches'. Driving the 
growth of these churches has been the prosperity doctrine which espouses the 
worldly success of free market capitalism. Most notable are Phil Pringle's Christian 
City Church which began in 1980 and now has over 30 churches (Maddox, 2005); as 
well as Brian Houston‘s Hillsong congregation. Both have been visited by Prime 
Minister John Howard. While these specific mega churches have not branched out 
into schools, they have helped the political right in its support of free market politics 
and school choice reforms. Brian Houston is also president of the Assemblies of God 
group of churches across Australia. These churches are also connected with the 
Family First Party which had its first senator Steve Fielding elected in 2005. 
Although formally there is no connection, Seccombe (2004) found deep connections 
between Family First and the Assemblies of God movement. Elaborating further, 
Maddox (2005) argues that the foundations for the Family First Party were actually 
laid by the Howard government. 
All these influences carried over into schooling in two ways. Firstly, as 
previously discussed, under John Howard there has been a massive funding boost for 
private schools. Secondly, Prime Minister John Howard (cited in Kremmer, 2004, p. 
1) entered the debate in 2004 with his criticism of public schools being "too 
politically correct and too values-neutral". Particular criticism was leveled at the 
avoidance of Christian discourse and traditions in public schools, such as bans on 
nativity scenes. Thus, Howard made his preferences for private schooling clear. 
However, it is not always specific religious instruction that parents want as Brian 
Cowling, a private school principal (cited in Kremmer, 2004, p. 1) notes: 
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Some parents so worry about the 'values-neutral' state of public 
schools...Fact is, I don't think people are that fussed about religion... what 
their parents want from the school is to deliver consistent quality. If there is a 
little bit about the Scriptures thrown in, then they don't mind. 
Often there is a simple desire by parents for a private values education rather than a 
specific Christian education. Consequently, we see the importance of free market 
reforms that have promoted parent choice.  
 Overall, the increase in funding for private schools was not just a product of 
privatisation and free market rationalities but was also heavily influenced by 
Christian political influences in both the US and Australia. Although not directly 
impacting on the governmentality of schools, these political influences have been 
instrumental in supporting the expanded funding to private schools allowing for 
smaller, fundamentalist schools to be established.  
5.2 ARCHAEOLGY AND GENEALOGY OF THE 
FUNDAMENTALIST CHRISTIAN TEACHER 
This section focuses on the formation of the teacher in the fundamentalist Christian 
school. First, a broad overview of teacher training and professionalism will be 
conducted. Second, the foundations of the fundamentalist Christian teacher will be 
explored and finally, discursive collisions between fundamentalist Christianity and 
teacher professionalism will be examined.  
5.2.1 Teacher Training and Professionalism: A Broad Context 
My intention here is to historically trace key influences or fissures relating to teacher 
training and professionalism in order to gain insights into practices and discourse that 
relate to professionalism. The main focus will be on examining the framework in 
which teachers in Queensland (where Green Hills College is located) operate as 
professionals. 
5.2.1.1 Teacher Training 
Even during the early days of public schooling in the US, the importance of high 
quality training was underscored by the future outcomes as Northend (1853, p. 16) 
indicates: 
If, then, care, prudence, judgement and wisdom, are so essential to the 
successful prosecution of work whose nature is so ephemeral, how can we 
attach too much weight to high qualifications and skill in him who is to train 
and educate imperishable minds of the young? 
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The value and importance of good teacher training is one thing, committing the 
financial resources to make this a reality is another matter and this is often where the 
quandary lies. In Australia, training was a state responsibility with different states 
developing at different stages. In 1871, the Queensland board noted the expense of 
training teachers, and indicated that it was more economical to get trained masters 
from the United Kingdom (Queensland, 1872). In examining the early professional 
training of teachers in Queensland, we find that in 1910 that there were no 
professional training colleges for teachers in Queensland, although some were 
present in other states (Knibbs, 1910). Teacher training was not formal at this stage 
but consisted of an apprenticeship style of induction from a young age as Knibbs 
(1913, p. 882) outlines: 
Young people of both sexes are admitted to the service as pupil-teachers at 
the age of fourteen years, the only training received being that given by the 
principals of the schools to which they are appointed. 
Such training was well behind that in Ireland over 50 years earlier, which had model 
schools where teachers trained, in addition to some formal training establishments 
(Aspland, 1851). Even at this stage a teacher training college was being proposed in 
conjunction with the University of Queensland following a Royal Commission that 
emphasised the need for teachers to have university level training which was best 
achieved through a training college ("The University Commission: The report", 
1891). A training college had also just been established at Kangaroo Point in 
Brisbane for Kindergarten teachers. (Knibbs, 1913). Increasingly, in Queensland and 
throughout Australia, more teacher training establishments arose contributing to a 
rise in teacher professionalism.  
 Given the rise in teacher training establishments, it must be remembered that 
they were all secular. However, in Queensland in 1986, a tertiary Christian training 
institution, Christian Heritage College (CHC) was established by a group of 
fundamentalist churches – Christian Outreach Centre (not linked to Green Hills) 
(Christian Heritage College, 2009). In 2005, Christian Heritage College was 
officially recognised by the Commonwealth Government as a Higher Education 
Provider (Christian Heritage College, 2009). For the first time in Queensland, a 
nationally recognised, Christian teacher training institution was available. CHC 
graduates are well recognised and are in demand from Christian schools, with the 
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college claiming 97% graduate employment in teaching (Christian Heritage College, 
2009).  
5.2.1.2 Challenges to the Teaching Profession 
Despite more professional training, during the great depression of the 1920s teacher 
professionalism was undermined with a salary cut and laying off teachers despite 
significant increases in enrolments (McCallum, 1990). A heavy burden was placed 
on teachers with increasing staff-student ratios, but it was a matter of survival. This 
event is particularly important to the case of Green Hills because we have for the first 
time in Australia a challenging or undermining of the teaching profession due to 
economic constraints. In essence, the attack on professionalism at Green Hills, in part 
due to financial constraints (low fees) (outlined in chapters 6 and 7), mirrors events 
of the 1920s depression where sacrifices to professionalism were made in order to 
survive.  
Historically, the first major push to further the teaching profession was in 
1959 following the formation of the Australian College of Education (Medley, 1959). 
Attending this leading conference, Medley (1959) reported that the teaching 
profession had been lagging behind other professions, particularly in two key areas: 
standards and voice. No consistent standards for entry into the teaching profession 
existed at this time and further, there was no united voice for the teaching profession 
(Medley, 1959). One of the biggest barriers argued Medley (1959) was the fact that 
education was (and still is) run by individual states with different approaches to 
standards.  
5.2.1.3 Voice and the Teaching Profession 
Addressing these two issues in the teaching profession took two different paths. In 
addressing teacher voice, teacher unions continue to provide the key element of 
teacher voice. In 1889, the Queensland Teachers Union was formed (Queensland 
Teachers Union [QTU], 2009a). However, it did not become a major force until the 
late 1960s when, through expanding membership and industrial action, was able to 
provide a strong force of resistance and counter discourse for teachers (QTU, 2009a). 
The Queensland Independent Education Union (QIEU) was formed in 1919 under 
the name Assistant Masters Association,  and then in 1970 changed to Queensland 
Association of Teachers in Independent (Non-Governmental) Schools, with its 
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present name given in 1998 (Queensland Independent Education Union [QIEU], 
2009). Like the QTU, the QIEU took time to grow and once again the start of the 
1970s marked the beginning of this growth. Numbers in the QIEU were relatively 
small until more recently, 6450 members in 1994, and then 11000 members in 2002 
(QIEU, 2009). Given that in 2005 there were a total of 80 200 teachers in non-
government schools (Australian Bureau of Statistics, 2007), allowing for growth in 
membership over these three years only gives a small independent union membership 
of approximately 15%. This figure provides a stark contrast to the 96% union 
membership in public schools (QTU, 2009b). 
Union involvement was prominent during the 1980s and 1990s when teacher 
professionalism was being shaped by two important forces: award restructuring and 
school reform (Sachs, 2000). During the 1980s teachers struggled with industrial 
awards that sought to protect their working conditions and pay, this did lead to some 
joint union and government initiatives (Sachs, 2000).  This fight for professional 
status and conditions especially by unions did impact public schools with growing 
dissatisfaction and an increasing trend toward private schools that were better able to 
insulate themselves from these struggles.  During the early 1990s many of these joint 
initiatives collapsed and governments increasingly focused on economy of 
educational delivery, accountability of educational practices and high standards of 
student outcomes in literacy and numeracy (Sachs, 2000). The major problem of 
professionalism was that the importance of continued professional learning was 
overlooked (Sachs, 2000). Nevertheless, unions continued to be the important 
collective voice for teachers. At Green Hills, this collective voice was absent with no 
collective union involvement, even though some teachers were members of the 
Independent Education Union. This meant that staff had limited recourse when it 
came to having a voice regarding pay and conditions. All they had was wider 
government legislation on minimum wages and conditions as well as the negative 
impact of market demand on getting staff if pay and conditions were substandard.  
5.2.1.4 Standards and the Teaching Profession 
Looking at the second issue of the teaching profession, namely, teaching standards; 
this has progressively moved forward from 1971. In 1971, the Board of Teacher 
Education was formed with governing of standards until 1989 (QCT, 2009). From 
1975, teacher registration in Queensland became compulsory with the Board of 
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Teacher Registration coming into effect in 1989 that oversaw this role until 2005 
(QCT, 2009). A Queensland College of Teachers Bill was introduced into parliament 
in 2005 (Queensland Government, 2005), and was subsequently passed leading to the 
formation of the new Queensland College of Teachers (QCT) in 2006 (QCT, 2006c). 
The Bill gave the organisation a greater role in not only registration but also in 
protecting and governing standards, overseeing teaching training as well as ongoing 
professional development (QCT, 2009).  Recent changes introducing ongoing 
professional development had implications in the governing of Green Hills.  
 Overall, this brief overview of the teaching profession highlights two 
profound implications. Firstly, the strong influence of unions is a product of fairly 
recent history (circa 40 years), nevertheless, this has been much more pronounced in 
the public school sector as opposed to very limited union strength in private schools 
whose increasing potency has been even more recent. By implication collective voice 
for teachers at Green Hills and more widely to private schools has been limited. 
Secondly, although registration for teachers in Queensland has been ongoing for 
nearly twenty years, a more centralised and comprehensive body (QCT) covering all 
aspects including teacher training has only been in effect for three years since 2006, 
and the ongoing professional development framework policy only newly developed 
for implementation this year (2009). Nevertheless, this body has introduced 
increasing levels of rigour to the teaching profession, but only this year are these 
implications directly affecting the governmentality in schools through the new 
professional development policy (QCT, 2008). 
5.2.2 Foundations of the Fundamentalist Christian Teacher 
Historically, there are three key foundations specific to the fundamentalist Christian 
teacher. These are Christian morality, Christian beliefs and Christian service. All 
three are important to the fundamentalist teacher, nevertheless, some aspects are 
emphasised more than others. Figure 5.1 below illustrates the three key targets of 
discursive formation relating to a Christian teacher. All three are very much 
interrelated. These targets shift and change over time, with none neglected, but some 
emphasised more than others. At Green Hills the major emphasis appeared to be on 
Christian service. 
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Figure 5.1 - Discursive targets for the Christian teacher 
5.2.2.1 Christian Morality 
Tracing discursive formations back to early US schooling, we find that even in the 
early public school system there was a strong sense of teaching as a service unto 
God, a ministry for His glory. We find here discursive schemas indicating the 
ministry aspect of teaching as outlined by Stowe (1851, p 121): 
...teachers, you labor for the good of mankind and the kingdom of God; be, 
therefore, God's instruments and co-workers. Thy kingdom come. In all 
things approving ourselves as the ministers of God. 
Here we see teaching has a clear purpose, a mission, with teachers as servants and 
ministers of this goal. Naturally, such a high purpose required high moral character; 
with the Christian teacher setting an example, being a beacon, a lighthouse: 
The Christian school-teacher is also a good husband and father. Blameless, 
the husband of one wife, vigilant, sober, of good behaviour, apt to teach, not 
given to wine, no striker, not greedy of filthy lucre, patient, not a brawler, not 
covetous, one that ruleth well his own house, having his children in 
subjection, with all gravity. 
(Stowe, 1851, p. 121) 
In essence, these expectations are discursive formations based on the Holy 
Scriptures. Compare the above with the qualifications expected of a minister of the 
gospel outlined by Paul (1 Tim. 3:2-4 American King James Version): 
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 A bishop then must be blameless, the husband of one wife, vigilant, sober, of 
good behavior, given to hospitality, apt to teach; Not given to wine, no 
striker, not greedy of filthy lucre; but patient, not a brawler, not covetous; 
One that rules well his own house, having his children in subjection with all 
gravity. 
As expected, due to a biblical basis for expectations of Christian teachers, these have 
remained relatively stable across both time and denomination.  
 At Green Hills, one specific area of Christian morality is written into the staff 
collective agreement as well as the expectation of church attendance: 
…human sexuality through heterosexual, monogamous relationships, 
expressed intimately through marriage. 
 
Staff are required to regularly attend a Christian Church and to regularly 
and frequently support relevant Staff Devotions and Staff Worship Services. 
(Green Hills College Collective Agreement, 2008, p3) 
 
The consequences of failure to adhere to these expectations are also included: 
The parties agree that a persistent or serious breach of the above 
expectations may lead to the termination of the employee‟s employment with 
their respective employer. 
(Green Hills College Collective Agreement, 2008, p3) 
 
5.2.2.2 Christian Beliefs 
Although, these expectations have remained stable, there has been an important 
discursive shift. While not negating expectations of moral behaviour, emphasis has 
shifted more toward correct doctrinal beliefs. In a case study of a Christian school in 
the US, Peshkin (1987, p. 97) indicates the need for teachers to sign a statement of 
faith, specifically: 
I affirm that I am a born-again Christian believing the Bible to be the 
inspired word of God without contradiction or error in its original 
languages. I believe that every Christian should be separated from worldly 
habits. 
Observe that prior to a statement on moral expectations, namely, separation from the 
world; there is a statement of belief regarding the authority of the scriptures. A 
similar statement on the authority of the scriptures is also included in the Green Hills 
collective agreement: 
…that the Old and New Testaments are inspired by God and are the only 
infallible rule for faith and practice. 
(Green Hills College Collective Agreement, 2008, p2) 
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5.2.2.3 Christian Service: The Servant Heart of God 
Peshkin‘s (1987) case study supports another important discursive shift that perhaps 
cannot be generalized to all Christian schools. In other words, in terms of 
expectations; emphasis has also shifted, without abandoning high moral behaviour or 
a commitment to beliefs, toward devoted service. The commitment expected of a 
Christian teacher as an impact of these discourses is striking, as Peshkin (1987, p. 98) 
in his case study of a fundamentalist Christian school illustrates: 
...it unequivocally establishes priorities for teacher behaviour and creates the 
sense of their membership in a religious order, almost like that of monks and 
nuns who surrender their lives to the Lord and put themselves full-time in his 
service. This is an extraordinary commitment! 
As stated, this discursive shift cannot be generalised to all Christian schools; 
nevertheless, it does reflect the discursive formations of Green Hills. Even though 
these elements of service have always been present from early schools, these 
discursive shifts are not shifts of discursive formation, but rather emphasis.   
 From the ethnographic study of Green Hills, it was also clear that discursive 
formations for the Christian teacher were also based on financial considerations. 
Given that teachers were paid less than their state school and other private school 
counterparts, it was important for teachers to view their work as significant. This 
means viewing it as a service or ministry. On inspection of recent history of US 
fundamentalist schools, it is evident that low pay is not uncommon (Reese, 1993). In 
fact, teachers in some fundamentalist schools only earn half of the equivalent public 
school salary, have low job security and fewer benefits (Reese, 1993). Nevertheless, 
without the sacrifice and service of these teachers, these schools would not be 
possible (Reese, 1993). So why do teachers sacrifice so much for their ministry?  
Insiders remark that „the pay isn‟t great, but the retirement benefits are out of 
this world [by implication – eternal salvation]‟ 
(Reese, 1993, p. 287) 
In other words, teachers are prepared to make an exchange; less pay for work that 
has an eternal significance.    
At Green Hills College, staff were expected to both have and display the 
servant heart of God. Now this phrase represents a discursive evolution from its 
biblical roots with the phrase itself not appearing in the Bible. Nevertheless, the 
concept of servant hood is very much present in the New Testament with many of the 
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early apostles not only referring to Jesus as a servant, but by extension themselves as 
servants; this was the basis of their introductions:  
1) For I tell you that Christ has become a servant of the Jews on behalf of 
God's truth, to confirm the promises made to the patriarchs (Romans 15:8 
New International Version (NIV)) 
2) Paul, a servant of Christ Jesus (Romans 1:1a) 
 3) James, a servant of God and of the Lord Jesus Christ (James 1:1a) 
 4) Simon Peter, a servant and apostle of Jesus Christ (2 Peter 1:1a) 
 5) Jude, a servant of Jesus Christ and a brother of James (Jude 1:1a) 
Although many Christian writers have referred to being a servant, servant hood or 
having a servant‘s heart; in order to most capture the essence of its meaning, the 
phrase can be traced back through to one of the early denomination fathers. Groves 
(1795-1853, p.1) outlines the full associated and practical meaning of service:  
The true servant of God knows, better than any man, the real value of money, 
the value of time, the value of talent of whatever order. He is accordingly the 
most assiduous in his vocation, the most parsimonious of his time, the most 
anxious to improve his talents so far as they are subservient to the interests of 
Christ's.   
The phrase ‗servant heart of God‘ is actually relatively new, brought to prominence 
by well-known Christian author and speaker Erwin McManus (2001a). McManus 
(2001a) developed a sermon titled ‗Servant heart of God‘ based on John 13:1-17. 
The key concept in this sermon is that we are most like God when we serve others 
(McManus, 2001a). McManus (2001b, p. 173 emphasis added) also wrote a well-
known book in 2001 just prior to the opening of Green Hills. This contains a 
description of the servant heart of God that has been used by several other authors 
and matches very well the philosophical expectation on staff: 
A community with the servant heart of God knows no limit to sacrifice, and 
when its people are doing what God created them to do, there is no limit to 
impact. 
 
Peshkin‘s (1987) ethnographic study of a fundamentalist Christian school in the US 
found that servant hood was a fundamental expectation of teaching staff. While 
Peshkin (1987) stopped short of mass generalisation, he did point out that such high 
expectations of staff were by no means uncommon in fundamentalist schools. Green 
Hills does see the teaching staff as a community, a community that is expected to 
sacrifice for the sake of the Kingdom of God. Prior to the prominence of this 
discursive formation, Erwin (1983) warned of the difference between servant hood 
and being manipulated by those who would impose on a servant‘s heart. In essence, 
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what Erwin (1983) is trying to say is that a servant‘s heart is a technology of the self, 
it must come from within; it can be invited but it must not be imposed. At Green 
Hills it was a regime of truth imposed through mechanisms of disciplinary power. 
This imposed truth of servant hood also has important implications on teacher 
professionalism as we shall see in the next section. 
5.2.3 Discursive Collisions between the Role of Parents in 
Fundamentalist Christianity and Teacher Professionalism  
Prior to the assault on Christian discourses from the mid to later 1800s, evidence 
indicates a harmony between Christian and professional discourses in the early days 
of universal schooling in the US. Teaching was seen as an honoured profession with 
professional standards symbiotic with Christian values, especially diligence:  
The true teacher will hold himself ready for every word and work which tends 
to bring his profession into esteem, and to place it in its proper light before 
the world. He will magnify his office and honor it, and so make it honorable. 
He will regard with indifference nothing which relates to his chosen 
profession. 
(Northend, 1853, p. 76) 
Tenets at the heart of modern teaching professionalism such as collegiality and 
continuing professional development were seen as essential: "… teachers owe it to 
their profession to assemble themselves together often, both for their own individual 
improvement and for the good of their profession" (Northend, 1853, p. 77). Even 
though these were state schools, teaching was seen as an activity done unto God to 
secure "Heaven's blessing" and "cause the name of God to be praised" (Northend, 
1853, p. 77). Importantly, public schools were seen as instrumental in the US to 
protect against the ills of ignorance (Northend, 1853). For all that, it must be 
remembered that these were public schools and consequently did not hold the central 
tenets of a Christian worldview and parental responsibility. Although Christian 
beliefs were incorporated into schooling, they were not the foundations of their 
governmentality. Parental responsibility was an ideal espoused by the schools but 
lacking in many parents: ―...the vast number of parents do not see, in the education of 
their children, a sacred, religious and patriotic duty…‖ (Picket et al., 1837, p. 195). 
Hence, parental responsibility even from early texts seemed to be lacking in public 
schools.  
On the other hand, the centrality of the role of parents in many Christian 
schools has resulted in a collision of discourses. Specifically, Weeks (1990, p. 139 
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emphasis added) sees a collision between professionalism and teacher-parent 
relations: 
If the 'professional' image of the teacher sunders the co-operation that there 
should be within the Christian community and sets the parent against 
teacher, then in the name of the biblical view of fellowship we throw out the 
professional image. 
From this statement we see that professionalism is regarded as a continuation of 
threatening secular discourses, to which fundamentalism is opposed. Questions then 
arise such as: What should be the relationship between the parent and teacher? What 
discourses should govern teachers if not professional ones? Clearly, there is also the 
danger of the teacher becoming subservient to the whims of parents. Yet Weeks 
(1990) would argue that Christian dignity should prevent the teacher becoming the 
servant of the parent. Nevertheless, Weeks (1990, p. 139) does indicate a variety of 
discursive poles regarding teacher-parent relations that range from ‗servant‘ to 
‗enemy‘:  
The answer lies in a Christian working-together. It does not lie in 
institutionalising the parent-teacher polarity. Then the teacher avoids 
becoming a servant at the expense of becoming an enemy.  
Here we see one of the key differences in discourse of fundamentalist Christian 
schools; they do not institutionalise the parent-teacher relationship like state schools 
or in fact many other private schools.  
Weeks (1990, p. 139), writing from a strongly fundamentalist Christian 
perspective almost demonises, by implication, the parent-teacher relations of non-
Christian schools, blaming discourses of professionalism: ―Defenders of the state 
school...by building a wall of professional autonomy around the teacher, prevent 
such working together.‖ As a result we see professionalism framed as a separator 
between parents and teachers and more importantly as a threat to the biblical 
mandate of parental responsibility. In fact Weeks (1990, p. 135 emphasis added) 
credits the emphasis on professionalism in state schools as a driving force of students 
to Christian schools: 
The more one stresses the professionalism of the teacher, the more one sees 
parental concern as a threat. I am constantly amazed at the disservice being 
done to the cause of the state school by teachers who resent and fear all 
parental concern. Rational, concerned parents are being driven into the arms 
of the Christian School movement by the foolishness of the 'professionals'. 
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Such language parallels the discourse outlined by the apostle Paul in the New 
Testament that challenges such worldly wisdom: ―For the wisdom of this world is 
foolishness in God's sight. As it is written: ‗He catches the wise in their craftiness‘‖ 
(1 Cor. 3:19 New International Version). Not only is the professional model seen as 
foolishness, it is also framed as deficient and lacking:  
I believe that there is something deficient in the professional model of the 
teacher. It both over simplifies what is involved in teaching and ignores 
others, like the parent, who has a legitimate concern with the education of the 
child. 
 (Weeks, 1990, p. 135) 
Continuing along this line, professionalism is given a mystic status in order to 
undermine its validity: ―...surrounding the teacher with a mystique of professionalism 
only damages the cause of teaching.‖ (Weeks, 1990, p. 135). Hence, the discourse of 
Christianity is seen as super-ordinate, being able to challenge professionalism. This 
is especially evident in the question of who determines a good teacher. In 
professional practice, it is the training institutions and supervisors within schools, in 
Christian practice it is the school and the parent. The following quote illustrates the 
right of a parent under Christian discourse to correct the teacher:  
Is it an infringement upon the professional integrity of the teacher to point 
out his problems in that area and seek to help him? Who has the right to do 
that? Does the Christian lose concern for his brother because his brother is a 
'professional' and he is a non-professional merely gifted in relating to his 
fellow men? Certainly the relationship of school board and teacher may 
degenerate to that of master to servant in a Christian school. It can also be 
that of brethren labouring in a common task, each free to help and, if 
necessary, reprove the other. 
(Weeks, 1990, p. 135) 
Here we see a view of Christianity‘s right to challenge ‗professionals‘ which 
is congruent with that of Green Hills, one that clearly challenges the modern 
discourse of professionalism. It gives Christian parents the right to question, 
challenge and reprove the teacher. Further, professionalism is framed as a violation 
of a biblical mandate to help one‘s brother who is seen as 'struggling'. Of course this 
then opens up the discourse of struggle and what constitutes a teacher who needs 
help. Does this then become the whim of complete parental subjectivity? It opens up 
a myriad of complexities such as: How do we judge or determine what a struggling 
teacher is? Where does the role of intention come in? What if a 'brother' who wants 
to reprove has good intentions but poor judgement or any of the other three 
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variations of these (X intention and Y judgement)? Recall that Weeks (1990) does 
concede that in a Christian school the relationship between the school board and 
parent can degenerate into master-servant. This was evident at Green Hills albeit in 
the form of informal influence rather than formal structures. Yet even with the more 
idealistic picture of brothers labouring together that Weeks (1990) paints, there is 
still very much present, the right, and some may say duty, to reprove the teacher.  
At this point, a vital; caveat is needed on the aforementioned Christian 
discourses. These discourses outlined by Weeks (1990) are specific fundamentalist 
Christian discourses that may be more widespread, but in no way can be generalised 
to the broader Christian school community. They were specifically chosen for their 
philosophical and discursive congruence with the case study of Green Hills. There 
are, of course, many private Christian schools that would value discourses of 
professionalism and even highly value Weeks‘ (1990, p. 139) criticised ―wall of 
professional autonomy.‖ 
 In response to the undermining of professional discourse, Hill (1990) 
challenges the discourse or in reality the meta-discourse of fundamentalist 
Christianity. Naturally, Christianity carries a biblical worldview, but Hill (1990) 
challenges many Christian discursive formations as taken for granted and unwilling 
to be challenged or defended, held up simply because 'the bible says so'. This is of 
particular importance given the complexities of biblical interpretation, in addition to 
the polymorphic nature of Christian discourses based on biblical interpretation. 
Foucault notes that many professions or sciences have been developed on the basis of 
expert knowledge. That is, those with the expert knowledge hold regimes of truth 
regarding a particular science or profession (Foucault, 2000h). 
Of particular influence, in the 1920s and 1930s, was a major discursive shift 
that occurred in education with the introduction and growth of the psychological 
sciences within Australia (McCallum, 1990). Importantly, it introduced the idea of 
classifying students according to their ability, thus reinforcing the professional 
expertise of the teacher (McCallum, 1990). In contrast, Foucault (1999, p. 180), in 
tracing the history of hermeneutics of the self in Christian discourse, emphasises the 
importance of self-knowledge (gnosis); but also notes that this comes at a price: 
―...the deep contradiction, or, if you want, the great richness, of Christian 
technologies of the self: no truth about the self without a sacrifice of the self.‖ In any 
event, Foucault (1999) also highlights the collision with professionalism where the 
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development of the sciences, in particular the psychological and psychiatric sciences 
have sought to substitute or replace this idea of sacrifice of the self with a more 
positive and constructive image of self. Consequently, if one were to frame the 
collision of these discourses, then they could be framed diametrically between two 
competing notions of truth. On the one hand we could say that Christian teachers are 
having their professionalism eroded or subverted by a fundamentalist Christian 
discourse that emphasises service and sacrifice in contrast to professionalism. On the 
other hand we could say that fundamentalist Christian teachers have been seduced by 
secular notions of professionalism that have eroded their true calling to service and 
sacrifice. We learn from Foucault (2000h), that our aim is not to determine to which 
extent these discourse are true, but rather to grasp that teacher professionalism within 
Christian schools must be framed somewhere between these regimes of truth.  
5.3 ARCHAEOLGY AND GENEALOGY OF FUNDAMENTALIST 
HERMENEUTICS 
To conclude this archaeological and genealogical analysis, there is a need to examine 
spiritual authority and textual practices within Christendom as they influence 
practices within the school. First and foremost, Summers (1998) argues that 
encounters with biblical texts impact both self-identity and self-formation. 
Traditionally these and other Christian texts have played an important role in 
technologies of the self as Foucault (1997b) testifies. Consequently, this section 
looks at encounters with these texts in terms of how they have influenced practices 
and discourses in Christendom and ultimately within the studied context of Green 
Hills. In particular, at Green Hills, one of the major problems that undermined 
professionalism was a lack of voice (one sided voice strategies - emails and 
sermons). These practices need to be traced historically in order to conceptualise not 
only their importance but their ingrained nature within this institution.  
Prior to looking at textual practices, one of the key aspects in understanding 
discursive shifts is framing them within the context of fundamentalism, or 
fundamentalist Christianity. Fundamentalism is not a specific Christian sect or 
denomination; in fact it encompasses a wide range of denominational sects. 
Nevertheless, one of the fundamental characteristics that underpins fundamentalism 
is the doctrine of bible inerrancy (Boone, 1989). In effect, the bible is the literal word 
of God and contains no errors.  Fundamentalism is therefore an important discursive 
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formation in the history of Christianity and more accurately represents a form of 
counter discourse, a formation of discourse that was designed to oppose the attacks 
of secularism, naturalism and literary criticism.  
5.3.1 Text and Spiritual Authority in Christendom 
This section traces the wider history of textual practices and spiritual authority which 
are very much interrelated. One of the most fundamental assumptions in 
fundamentalist biblical hermeneutics is that the bible is both the inspired word of 
God and infallible (without error). Although our interest here is specifically 
fundamentalist Christianity, practices of written letters as a representation of spiritual 
authority extend right back to the bible itself and have continued in some form over 
the past 2000 years.  
Historically, letters representing spiritual authority and guidance can be 
traced right back to the apostle Paul in the biblical New Testament who wrote letters 
for instruction and guidance. Paul wrote with a spiritual authority indicating his voice 
represented God‘s voice as the ‗word of God‘: 
And we also thank God continually because, when you received the word of 
God, which you heard from us, you accepted it not as the word of men, but as 
it actually is, the word of God, which is at work in you who believe. (1 Thess. 
2: 13, NIV) 
 
I have become its servant by the commission God gave me to present to you 
the word of God in its fullness. (Col 1: 25, NIV) 
 
Castelli (1991) argues that Paul utilised a form of pastoral power in his written 
discourse that has a number of key characteristics. Paul‘s discourse of imitation 
concurrently utilised aspects of sameness and difference (Castelli, 1991). Sameness 
in the sense of imitation, where Paul as the example and shepherd demonstrated 
service and sacrifice for his sheep (Castelli, 1991). Difference is also exemplified in 
the sense that Paul attributes himself as the superior figure (the example) and others 
subordinate (the imitators), also omitting collective references to ‗us‘ (Castelli, 
1991). The purpose of this differentiation was to reinforce his spiritual authority in 
order to solve particular problems (Castelli, 1991).  
These written communication practices continued with the early church 
fathers such as Origen and Augustine who also wrote with spiritual authority and 
whose texts formed much of the basis of authoritative Christian literature apart from 
the bible itself (Trigg, 2003). Going beyond these early church fathers, there were 
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several other influential writers who emphasised different social practices. Gregory 
the Great (circa 550 AD) emphasised servitude as part of an overall ascetic doctrine 
(Holmes, 2002). Underlining the importance of following a duty of service which 
included pastoral care was Gregory‘s extensive influence (Holmes, 2002). Shortly 
following was John of FeCamp whose very influential writings emphasised both 
action and contemplation through reading and prayer (Holmes, 2002). John used to 
send written prayers to friends (Holmes, 2002), which is in reality an invitation to 
self-formation, rather than a form of pastoral power. 
Monasteries grew throughout Christendom with various orders, one of the 
most important being the Benedictine order. One of the most authoritative 
Benedictine monks was Anselm (circa 1100 AD), an influential theologian who 
emphasised the importance of reason (Holmes, 2002). In similar fashion, Bernard of 
Clairvaux (circa 1100 AD) helped establish the Cistercian order (Holmes, 2002). 
Deeply steeped in the scriptures, Bernard employed the exegetical method of the 
church fathers Origen and Augustine (Holmes, 2002).  
 An important shift in practices took placed with the emergence of the 
Franciscan and Dominican friars, or 'brothers', whose foundational practices were 
meditation and prayer (Holmes, 2002). In addition, they also used scripture to 
combat heresy and held poverty as a core value (Holmes, 2002). Thomas Aquinas 
(circa 1200) was of the most significant writers who stressed the importance of 
reason in finding God given that mystical contemplations had its limits (Holmes, 
2002). Aquinas makes a clear distinction between meditation (prayer) and 
contemplation (reasoning) which the founder of scientific theology, Ignatius Loyola, 
does not make (Holmes, 2002). 
 St. Ignatius Loyola (circa 1500) was one of the most important figures at the 
time of the Reformation and Counter-Reformation. Not only did Loyola form the 
Jesuits, he was one of the key figures in the formation of pastoral power as we shall 
see. Unlike many of his predecessors, Loyola deviated from the use of gegraptai (it 
is written), that is, rather than use direct quotes from scripture, he incorporated its 
edicts and principles into his phraseology (Trigg, 2003). This had important 
implications to the extent that Loyola used the apostle Paul as a model for his own 
spiritual authority as Trigg (2003, p. 307) explains: 
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It would thus appear that Ignatius uses the Pauline epistles, not as a 
definitive authority, but as a model and resource for an ongoing ministry in 
continuity with Paul's own. 
In other words, rather than appeal to biblical authority, Loyola used biblical 
phraseology to underpin and form his own spiritual authority. This is nowhere more 
evident than in the famous work Spiritual exercises of St. Ignatius of Loyola (Loyola, 
2007). Before looking at the impact of Loyola‘s work, let‘s look at its content in 
terms of relevant discursive formations for Green Hills College. Loyola effectively 
combined the two tenets of service unto God and salvation of the soul, noting that the 
purpose of life for each individual was: 
...namely, to praise God our Lord and save his soul - and desiring this 
chooses as means a life or state within the limits of the Church, in order that 
he may be helped in the service of his Lord and the salvation of his soul.  
(Loyola, 2007, p 89)   
 
Elsewhere, Loyola (2007, p 89) also states that, ―...the service of God our Lord and 
the salvation of my soul being equal.‖ Not only did Loyola value service he also 
valued the three key values evident at Green Hills, ―To praise vows of Religion, of 
obedience, of poverty, of chastity...‖ (Loyola, 2007, p 190). 
 Equally important to the content of Loyola‘s spiritual exercises is their use 
and impact. Originally, these exercises were like a manual, aiding the soul in self-
reform (Molina, 2003). In other words, they were a means of transformation, an 
important technology of the self. More than that, these exercises also become an 
important form of confession (Molina, 2003). In essence, they became a tool of 
pastoral power. These exercises were essential in evangelical practices in European 
colonialism, not only for Jesuits but also for the newly converted populations 
(Molina, 2003). Essentially, they worked as a form of pastoral power in the sense 
that followers adopted a series of confessions designed to develop technologies of 
the self. For all of this, we can see that Loyola and the Jesuits helped develop not 
only pastoral power but the idea of institutionalised service. Nevertheless, it followed 
in the same vein as the Protestants, being outward looking and evangelical unlike 
much of the earlier insular monastic tradition (Molina, 2003).  
 During this period of the Reformation and Counter-Reformation, apart from 
Loyola, the other main influences were from the protestant reformers Martin Luther 
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and John Calvin (B. Russell, 2004). Holmes (2002, p. 12) warns against simplistic 
assumptions of the reformations relationship to scriptural authority: 
...it is totally erroneous to think that the Protestant Reformation "recovered 
the Bible" for Christians. The Scriptures are integral, almost without 
exception, to all ages and places of Christian spiritual reflection. It is also 
true that "literalism" is a modern heresy - perhaps the only heresy invented in 
modern times. 
Instead, it was their method of interpretation that set Luther and Calvin apart, as they 
developed a grammatical-historical method (Holmes, 2002). To promote this new 
practice and its discursive outcomes, Calvin wrote a commentary on nearly every 
New Testament book (Holmes, 2002), as well as his systematic Magnus Opus, 
Institutes of the Christian Religion (Kling, 2004).  
 According to sociologist Max Weber (2003), Calvin and Luther were 
instrumental in shaping the foundations of modern capitalism. In sum, Weber‘s 
(2003, p. 235) basic argument was that Protestantism: 
..took rational Christian asceticism and its methodical habits out of the 
monasteries and placed them in the service of active life in this world. 
Particularly important to Weber (2003) was Calvin‘s idea of the importance of 
impersonal service to an organisation or community to promote the glory of God, in 
contrast to more personal or selfish motives of ‗the flesh‘. Additionally, Luther and 
Calvin also helped to cement relations between Godly service and obedience, and 
between calling and obedience (Weber, 2003). These relationships were very much 
present at Green Hills and we see here the connection back to the early reformation. 
Specifically, the discourse of teaching as a calling rather than as a job stems 
back to Luther, as Weber (2003, p. 181) notes the transformation of calling from the 
spiritual to the secular, ―The Puritan wanted to work in a calling; we are forced to do 
so... into everyday life...‖ Another important aspect is the ordinary nature of this 
calling, rather than it being a calling to great spiritual insight and vision, it is ―...a 
calling that serves the mundane life of the community.‖ (Weber, 2003, p 108). While 
Weber (2003) signalises that this discursive formation is somewhat enshrouded, yet 
it has led to many of the fundamental practices in modern society. Nonetheless, at 
Green Hills, these specific historical discourses have been retained, where staff do 
their everyday mundane work for the glory of God. A second contrast also exists 
here. Apart from the re-emergence of the specific discourse of calling to influence 
spiritual practices, Weber (2003) expresses that this discourse has impacted secular 
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practices, activities and purpose. At Green Hills the discourse was specifically linked 
to Christian activities and purposes, namely, building the Kingdom of God.  
This section has given us a broad picture of spiritual authority and textual 
practices that have influenced much of modern Christendom including 
fundamentalism. Nevertheless, fundamentalism does have certain important 
discursive shifts in its hermeneutics to which we now turn. 
5.3.2 Fundamentalist Hermeneutics 
Fundamentalism as a movement has had its own impact on the nature of 
hermeneutics. Hermeneutics (derived from Hermes, messenger God of the Greeks), 
looks at rules or methods of determining meaning from scripture (Kling, 2004). 
Naturally, different interpretive methods determine different results. (Kling, 2004). 
In fact, Summers (1998) argues that interpretations may reflect the interpreter more 
so than the text itself. Overall, hermeneutics is central to Christendom, particularly 
the whole concept of biblical commentary (Oden, 2001). Hermeneutic influences 
stem right back to the New Testament itself where Jesus and Paul both quoted and 
interpreted the Old Testament. Early church fathers Origen and Augustine were 
particularly significant in the development of hermeneutics (Oden, 2001).  
 One of the key characteristics of fundamentalism is its relationship to 
hermeneutics. A key tenant of Protestant fundamentalism is its commitment to the 
inerrancy of scripture (Oden, 2001). More than that, as a corollary of its inerrancy, 
fundamentalism takes the bible literally (Boone, 1989). These key tenets of biblical 
inerrancy, biblical truth and trustworthiness, and taking the bible literally form the 
discursive rules of fundamentalism (Boone, 1989). Given this, Boone (1989) is quick 
to point out the circular relationship between the biblical text and the interpreter in 
fundamentalist hermeneutics. In other words, legitimacy for the interpreter only lies 
in terms of congruence with biblical authority: 
No single individual is smart enough or powerful enough to manipulate 
fundamentalist discourse fully, and in certain ways, the discourse 
manipulates him. To enjoy credibility, one must ensure that one‟s own 
discourse is following the explicit and implicit rules of the general discourse.  
(Boone, 1989, p. 15) 
Fundamentalism is often criticised for its failure to adequately adopt critical 
perspectives emphasising the importance of historical context: ―The Bible did not 
magically appear or drop down from heaven; rather, its style and content disclosed 
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the cultural settings of the writers.‖ (Kling, 2004, p. 9). The problem for 
fundamentalists is that these critical methods were combined with naturalist 
assumptions that challenged the legitimacy of such fundamental tenets as biblical 
miracles and the divinity of Jesus (Kling, 2004). In response, fundamentals employ 
their own form of hermeneutics which attempt to get back to true biblical 
foundations. However, Oden (2001, p. xxvi) views this as misguided: 
We beg readers not to force the assumptions of twentieth-century 
fundamentalism on the ancient Christian writers, who themselves knew 
nothing of what we now call fundamentalism. It is uncritical to conclude that 
they were simple fundamentalists in the modern sense. Patristic exegesis was 
not fundamentalist, because the Fathers were not reacting against modern 
naturalistic reductionism. They were constantly protesting a merely literal or 
plain-sense view of the text, always looking for its spiritual and moral and 
typological nuances. Modern fundamentalism oppositely is a defensive 
response branching out and away from modern historicism... 
Perhaps the most striking aspect of this response is that fundamentalist discourse is 
more correctly a counter-discourse against modern assaults. What does this mean for 
hermeneutics? Oden (2001, p. xxv) provides the following caveat to all readers of 
commentary (and even any interpreted hermeneutic discourse): 
Many astute readers of modern commentaries are acutely aware of one of 
their most persistent habits of mind: control of the text by the interpreter, 
whereby the ancient text comes under the power (values, assumptions, 
predispositions, ideological biases) of the modern interpreter. 
Thus the interpreter is able to gain control over text which becomes problematic 
particularly to those who accept such views uncritically. Formation of truth is 
dependent on key assumptions. At Green Hills, truth: 
“ …is defined as the real state of things; fact; reality; an accepted statement 
or proposition.” We believe there are absolute realities and standards. 
Actions can be deemed right or right based upon how they measure up to 
these standards.  
(Statement of Philosophy and Aims of the College document, 2008, p. 1)  
Furthermore: 
 Truth exists only in God and is revealed to us via The Living Word 
(Statement of Philosophy and Aims of the College document, 2008, p. 1) 
 Nevertheless, assumptions regarding hermeneutics are absent. Even so, the fact that 
fundamentalist literal methods of hermeneutics are used can be determined from the 
specific sect on which the school is based.  
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 In sum, despite the expected heavy influences of Protestantism and 
fundamentalism on the specific context in this case study, the influence of Loyola, a 
Counter-Reformist, cannot be underestimated; particularly in relation to pastoral 
power. Practices of pastoral power, viz., confessions (Edwards, 1997; Foucault, 
1982a) were also present in the early days of US schooling. Stowe (1851) illustrates 
that in the US state of Connecticut, Christian teachers were given written meditations 
each day. These meditations focussed the thoughts of Christian teachers, their 
purpose, mission and behaviour (Stowe, 1851). Once again this practice of providing 
written discourses to guide was present in early schooling as teachers were expected 
to internalise these through a process of confession that developed technologies of 
the self. These practices were also present in the studied context.  
5.4 CONCLUSIONS 
In concluding, it is important to note that this chapter has focused on discursive 
formations, social practices and contexts that influenced rationalities in the specific 
case of Green Hills. In other words, a history of the present allows the context to be 
made problematic by tracing key discursive formations and social practices. In the 
next two chapters, the Museum tour will focus on governmentality at Green Hills. 
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Chapter 6 
Museum Tour Part II: Narrative 
Tour 
(Analysis of disciplinary power and 
technologies of the self) 
 
6.0 INTRODUCTION 
Our narrative tour will take a walk through a modern day private religious school. As 
stated previously, the starting point will be researcher reflexivity under the title – 
Introducing the guide. Subsequently, the narrative metaphor will be introduced and a 
metaphor key provided. Then it is necessary to provide context by outlining the 
organisational structure. These aspects provide the foundation for addressing the key 
research questions.  
6.1 INTRODUCING THE GUIDE 
I am a white Australian female, who was raised in a Catholic home and attended a 
Catholic boarding school for my junior years. My senior schooling was in a public 
high school. In reflecting on why I chose this particular research topic and site, I 
came up with two main influences that shaped my research direction; my experiences 
as a teacher and my experiences in religious denominations.  
 When I first began full time teaching ten years ago, I was very passionate and 
excited about my future as a teacher. Prior to full time teaching I had done a lot of 
volunteer work in schools as well as some casual teaching. The school I started at 
was a very large (over 2000 students) government high school that was very keen to 
implement new educational reforms. Being a new full time teacher meant that I was 
being watched closely particularly since I was only on a twelve month contract. I was 
told that if they (the school) liked me they would keep me. I was also told that my 
results would be monitored closely (this involved externally moderated assessment 
tasks). Such expectations created a lot of pressure, especially when I realised that 
many factors were outside my control such as student motivation. In addition to this, 
I felt a great deal of frustration over externally imposed tasks that were too difficult 
for many students. Another frustration I observed was injustices faced by students of 
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lower socio economic status. On file were parent‘s particulars, which on the surface 
seems most reasonable, however, students with parents of lesser means were treated 
differently particularly in light of poor behaviour or academic performance. 
Although I really enjoyed teaching and loved the challenge of building rapport with 
students, these frustrations and discontents did have an important influence shaping 
my views and direction. I taught for approximately five years before deciding to 
pursue further studies.  
In addition to my experiences as a teacher, reflections on my experience in a 
religious order were also presented in art work. Several years before commencing my 
studies to become a teacher, I completed a Certificate of Youth Ministries from Bible 
College. Personally, I really enjoyed the course and gained a lot of valuable skills 
and experience from it. Following that I took up a part time position as a Youth 
Pastor in a local Church in a small country town. Due to my husband being 
transferred (he was also a teacher), we moved several times until I finally had the 
opportunity to study teaching. Over time, I became disillusioned with several of the 
larger churches that seemed more interested in numbers and money than people. 
They seemed to use mechanisms of power and ‗control‘ to achieve their ends. Of 
particular importance were the struggles in concepts between the way things are and 
the way we were told they should be. I struggled much within this religious 
complexity i.e., being ‗preached at‘ about notions of truth and how I should think 
and act. This in turn produced within me emotional fluxes such as: guilt – I‘m not 
good enough, insecurity – if I don‘t perform the way I am instructed to, I will not be 
accepted, hopelessness – I‘m never going to be able to live up to all these 
expectations, and depression – I am a bad human if I am not always happy, showing 
prosperity in my life and ‗obeying‘ those in authority over me; that is, the one(s) with 
the ‗secret‘ knowledge that God himself had granted. On a continuing basis I would 
struggle with what I was being taught as the ‗only truth‘ and when I questioned the 
reasoning behind such religious assumptions, my questions were quickly diverted or 
shut down. A response given in one instance: 
This is an afternoon to have a nice cheese cake and cup of tea, not a place to 
confuse and question aspects of doctrine. You need to accept God controls all 
mankind; thoughts and behaviours and learn to have faith, then you will be a 
Christian. Don‟t upset the new found members of the congregation who don‟t 
understand what it is to be part of God‟s family.  
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The second instance, I was expected as part of the flock to read a particular doctrine 
of work, a certain author the church thought was important. The book was about 
learning to submit to your leaders, serve them and obey them wholeheartedly. Not 
only that, the book directed ‗life‘ steps on how I was to behave in a religious order.  
When I questioned, even in a private setting, my ‗rebellion‘ was reinforced, and a 
lack of dutiful submission to religious doctrine and leadership that ‗God himself had 
hand chosen.‘  
Finally I had enough of these oppressive environments, I could no longer 
stomach what was reinforced and in cases told:  
Some prominent religious leaders disobeyed God with rebellion (did not 
change their ways), thus, God struck some dead on the spot with heart attacks 
or in other cases, terminal illness. 
 I thought I would take my chances and leave, knowing I could be struck dead at any 
moment for my choices, in particular, leaving ‗God‘s chosen people.‘ Suffice to say, 
I am still alive today!  
Due to my passion for learning and strong appreciation of questioning, I have 
found that my religious ethos has become more conservative, analytic and 
philosophical in its orientation. I am reluctant to accept a given notion of truth at face 
value, and believe in the need to critically analyse assertions of truth. It was the 
intersection of these experiences that led me to research in a religious school. I 
wanted to critically analyse first hand what was occurring within this school, and 
how these religious demands would play out on teachers as professionals.  
Prior to the study, I did not know any of the staff at Green Hills. When I 
arrived, I found that I shared a similar ethnic background to the Australian teachers at 
Green Hills. However, it is important to note, that for me personally as a researcher, 
ethnicity was not an issue as I developed strong rapport and friendships with many of 
the South African teachers. In terms of socio-economic status, I found that I, like the 
majority of teachers, were part of the broad ‗middle class‘.  
Finally, due to the newly developed methodology of ethno-symbology, it is 
also important to clarify my position in relation to art. Simply put, I do not consider 
myself a visual artist. Nevertheless, I do have a general interest in art and visual 
representation, especially in more abstract fields. 
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6.2 INTRODUCING THE METAPHOR 
This section helps to orient the reader for the remainder of the chapter by 
overviewing the metaphor and providing a metaphor key. Chapter 3 overviewed why 
a metaphor was chosen in addition to the metaphors that will be used. Now it is time 
to provide a more detailed metaphor map. The following metaphor key provided in 
Table 6.1 is essential for understanding the narrative metaphors in this chapter. In 
addition, narrative notes following narratives have also been (sparingly) used to 
provide clarity on meanings and sources where necessary. 
 Not only were metaphors used to help protect identities, but also to help 
convey the systems of governmentality present within the school. The chosen 
metaphor explicitly illuminates dimensions of power within the school and was 
chosen after clear data patterns were present. Hence the Modus Vivendi Court 
metaphor was based on the findings of six months of observations in addition to 
interviews of 100 participants.  
 
Table 6.1 - Metaphor key and justifications 
Metaphor What is 
represents 
Justification 
City of Millstone Green Hills Christian 
School 
The school is in many ways a self contained entity like a 
city. Green Hills has a major focus on building and 
expanding, hence the appropriateness of the city 
metaphor. In addition, a city is located within a country 
and is subject to external rules and laws. 
Modus Vivendi 
Court 
Governmentality 
within the school 
Modus Vivendi means ‗way of living‘. Life and 
governmentality within the school is not promoted as 
just a job but a way of life. 
Sacred Order of 
the Holy Mission 
Consulting company 
– Christian Schools 
Network 
The metaphor name was chosen to convey the strong 
religious and evangelistic focus of the consulting 
company. 
 
King Government and 
education boards to 
which all schools 
(public and private) 
are subject too 
The city and its leaders are subject to higher laws and 
government regulations. Thus the king symbolises a 
higher authority.  
Foreign Lands Outside the country Although education is controlled by the states in 
Australia, some teaching staff have been recruited from 
overseas rather than interstate. 
Prince Paspallian Principal of the 
school 
Prince is used to symbolise the principal‘s leadership. 
Governmentality within the school does emphasise the 
importance of this role.  
Nobles School executive – 
principal, deputy, 
business manager and 
heads of schools 
The metaphor of nobles was chosen to represent a level 
of hierarchy consistent with the overall metaphor.   
Courtiers Teaching staff Teachers were the focus of the study on governmentality 
of the court, hence the metaphor courtiers. 
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City 
Administrators 
Administrative 
assistants 
Consistent with overall metaphor to represent non -
teaching staff. 
Merchants Parents Parents pay for their child‘s education, without them 
there would be no school. This was a key message that 
arose from the case study, hence the financial emphasis 
on the power and importance of parents in whether or 
not the city grows and becomes successful.  
Young Merchants  Children attending 
the school 
Each child represents an important financial contribution 
to the school. Their power stems from their relationship 
to paying parents. 
City-Citizens Sub-metaphor used to 
represent relationship 
between the school 
and staff/students 
This sub-metaphor emphasises the more secular aspects 
of governmentality within the school.  
Shepherd-Flock Sub-metaphor used to 
represent Christian 
pastoral relationships 
within the school 
such as principal-staff 
This sub-metaphor emphasises more spiritual aspects, in 
particular pastoral authority and pastoral power. Two 
main relationships exist here. First, the principal as the 
shepherd and teachers as the flock. Second, teachers as 
the shepherd and students as the flock.  
 
6.3 NARRATIVE REPRESENTING CONTEXT 
In this section, the foundational context of the case study site, Green Hills will be 
presented. All names presented are pseudonyms to protect and mask individual 
identity.  
6.3.1 Narrative on Organisational Structure 
Narrative – The city of Millstone and Modus Vivendi Court 
Prince Paspalian was the overseer of a small city - Millstone, yet it was one that had 
grown quickly from its humble beginnings. Prince Paspalian, together with four other 
princes were in charge of the city.
1
 To administrate this city, Prince Paspalian and his 
nobles and courtiers of Modus Vivendi Court sought to govern the city and seek its 
growth and advancement. Since Paspalian was a devout man, he saw his city as built 
for the glory of God and the advancement of his kingdom. The expectation on his 
nobles of the court was to have the same view, to be committed and dedicated to the 
city and its citizens.  
 Overseeing a city is not an easy task, so Prince Paspalian and his nobles 
sought advice and assistance from the Sacred Order of the Holy Mission. The Sacred 
Order of the Holy Mission was an order that had helped to build many new cities and 
would advise and assist Paspalian and his nobles on many administration matters 
including those relating to his courtiers and citizens, as strategies for gaining 
assistance from the government of the land.  
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 To build the city and its wealth, Prince Paspalian must attract the children of 
merchants to come to his city and learn from his courtiers.
2
 Wealth is generated from 
payments by merchants and also by payments from the King. The King has told all 
princes of the land that he will pay them a sum for each merchant child that they can 
attract to their city. The Sacred Order of the Holy Mission has advised Prince  
Paspalian to keep the merchant fees very low in order to attract as many merchant 
children as possible without imposing any restrictions on who can enter the city. It 
even recommended to offer reduced payments to those merchants who seek the glory 
and countenance of God. For the Sacred Order of the Holy Mission believes it is 
better to rely primarily on the payments of the King. Each year a report is sent to the 
King to ensure that money given is spent wisely according to his guidelines and 
edicts.  
 Because of these low merchant payments, the city cannot pay its courtiers as 
much to educate the young merchants as other cities in the area. As a result, while 
Prince Paspalian can attract some of his courtiers from the local area and elsewhere 
within the country, he also must visit foreign lands to get courtiers, offering them life 
in a better country and a chance to serve, thus fulfilling the will of God and call to 
servant hood. To help overcome the problems that many of these newer and smaller 
cities face, it is proposed that in the following year, many cities that have relied on 
the advice of the Sacred Order of the Holy Mission will actually come under this 
banner so that they can form a more powerful alliance of cities. This will mean that 
the King will deal with an alliance of schools through the Sacred Order of the Holy 
Mission.
3
  
 Due to the city‘s holy purpose, Prince Paspalian is seen as the chief shepherd 
that must guide his flock; not only his fellow nobles and courtiers, but also the young 
merchants under his care. To guide his courtiers, a series of spiritual devotions is set 
up for each day of the week, with Prince Paspalian guiding his flock at the beginning 
of the week with words of wisdom from the most Holy Scriptures.   
(Sourced from: Observations field notes; Interviews with principal, business manager 
and senior administration staff) 
 
Narrative Notes 
1 The school is governed by a board including the principal and four other members. 
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2
 Data from observations, emails and many interviews supported the importance of keeping parents 
happy to both retain and increase numbers. 
3
 This paragraph refers to a proposed restructuring outlined in the following commentary. 
6.3.2 Commentary on Organisational Structure 
Green Hills is a young school, being opened in 2002, that caters for students from 
prep to year 12. In 2006, the school had 320 students (45-50 staff), and this grew to 
500 students last year (2008) (Joan, Administrative assistant, 2
nd
 March 2009). 
Enrolments of approximately 700 students this year (2009) represents an increase of 
40% in one year, and over 100% in two years. Staff numbers have also doubled in 
two years, now being approximately 100. The school is divided into three sections: 
Junior school – prep to year 5; Middle school – years 6 to 8; and High school – years 
9 to 12.  
 Although the school is based on a specific religious denomination (withheld 
for confidentiality) it is open to all denominations of students provided they are 
Christian or at least understand that their child will be in a school with a specific 
focus on Christian doctrine. Therefore it can be said the school is non-
denominational in its orientation. There are no selection criteria for student entry, 
with the school seeking to gain as many enrolments as possible. According to Peter 
(Male Chaplain, 4
th
 March 2009) approximately half the students are non-Christian, 
coming from families that only have a limited understanding of the Bible. He also 
notes that this is not uncommon and some other Christian schools can have up to 
90% non-Christian enrolments (Peter, Male Chaplain, 4
th
 March 2009). Peter (Male 
Chaplain, 4
th
 March 2009) also indicated that ‗People want private education more 
so than specific Christian values and this can make Christian culture harder.‘ Even 
so, the principal makes it clear at the time of enrolment that Green Hills is a Christian 
school and that Christian teaching and values are essential to the curriculum. Despite 
this, Peter (Male Chaplain, 4
th
 March 2009)  reports that ‗Some complain to the 
principal about overt Christian values, in turn the principal finds it difficult to deal 
with parents who do not support Christian ethos but just want positive values.‘ In 
essence then, the school‘s mission is evangelical with Peter (Male Chaplain, 4th 
March 2009) reporting: ‗Kids are encouraging parents to go to Church and families 
are getting saved.‘ 
 Being non selective and encouraging enrolments has both evangelical 
outreach as well as financial benefits. Green Hills is 30 - 40% cheaper than other 
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private schools in the area (Peter, Male Chaplain, 4
th
 March 2009; Charles, Business 
Manager, 12
th
 March 2009; Fee schedule, 2009). This means that a large proportion 
of its income (80%) comes from government funding at both the federal and state 
levels (Charles, Business Manager, 12
th
 March 2009; Felicity, Senior Administration 
Assistant, 16
th
 March 2009). What this means is that every extra student results in 
approximately an $8000 government bursary ($5000 from federal government, 
$3000 from the state government) (Charles, Business Manager, 12
th
 March 2009). 
This emphasis or reliance on government funding has also allowed the school to 
offer concessions to parents. In particular, concessions are given to parents on lower 
incomes and those involved in full-time Christian ministry such as pastors or 
missionaries. According to Charles (Business Manager, 12
th
 March 2009), over $300 
000 in concessions were given to parents last year because ‗… it is better to have 
students and get government funding.‘ In addition to these concessions offered by the 
school, a separate Christian organisation offers scholarships to students primarily for 
high school students from years 8 to 12 (Charles, Business Manager, 12
th
 March 
2009; Felicity, Senior Administration Assistant, 16
th
 March 2009).  
 In terms of the structure of the school, Green Hills is recognised as a not for 
profit company in its own right. It has a board of directors with five members 
including the principal that govern the school (Charles, Business Manager, 12
th
 
March 2009; School Structure Document, 2009). Due to the complexities involved 
with running a school including payroll, accessing government funding etc.; a parent 
company, Christian Schools Network (CSN), a pseudonym, is used for many of these 
services. CSN provides many of the essential services to Green Hills as well as 
several other Christian schools in the local area and throughout the state (Charles, 
Business Manager, 12
th
 March 2009; CSN Overview Document, 2008). The 
principal of Green Hills is also on the CSN board of directors (John, Principal, 16
th
 
February 2009; Charles, Business Manager, 12
th
 March 2009). Although CSN does 
not get involved in the day to day decision making of the school, they look after 
payroll, grants, provide help with school policies and procedures, help with 
compliance to government standards in areas such as pay and curriculum, and 
approve the school‘s annual budget (Charles, Business Manager, 12th March 2009; 
CSN Overview Document, 2008).  
 External financial accountability for Green Hills consists of yearly audits. An 
external auditing company is used to submit financial reports to state and federal 
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governments (Charles, Business Manager, 12
th
 March 2009). Financial 
questionnaires and accountability statements need to be signed off on by the auditors. 
Capital grants for buildings are available from the federal government who provide 
about half the costs of a given project (Charles, Business Manager, 12
th
 March 2009). 
According to Charles (Business Manager, 12
th
 March 2009), projects need to be 
applied for two years in advance and then of course the school must find the other 
half of the funding needed.  
 Internal financial decisions are made by a management committee consisting 
of the principal, deputy principal and business manager (Charles, Business Manager, 
12
th
 March 2009; Joanne, Deputy Principal, 26
th
 February 2009). The majority of the 
budget (70%) is spent on staff costs, 15% on financial costs (such as electricity, 
phone, purchases), 10% on depreciation and 5% miscellaneous (Charles, Business 
Manager, 12
th
 March 2009). Financial costs are separated into property costs and 
curriculum costs for resources. Teacher pay is determined in consultation with CSN 
without any union involvement. Based on 2008 figures, teaching staff (courtiers) on 
the base rate are paid at 7% below the equivalent government salary ($40 101 
compared to $43 201), and staff at the top level are also paid 7% below the 
equivalent government salary ($63 901 compared to $68 839) (Green Hills 
Collective Agreement, 2008; Education Queensland, 2008). The usual practice of 
private schools is to pay 1.5% above the equivalent government salary, indicating 
that teachers at Green Hills are among the lowest paid in Australia based on 
comparative figures across states by the Australian Education Union (AEU, 2009).  
 Structures and roles within the school itself have had to change over time in 
response to the growth of the school. This year (2009) represented the first time that 
heads of Junior, Middle and High school were appointed (Joanne, Deputy Principal, 
26
th
 March 2009; Jenny, HOD Junior school, 6
th
 April 2009). Prior to these 
appointments Joanne (Deputy Principal, 26
th
 March 2009) was in charge of all three 
sections, in addition to having responsibility for welfare and teaching, which 
constituted an enormous workload. The school has also appointed some heads of 
department in three areas – enrichment (welfare), physical education (PE) and 
performing arts (Joanne, Deputy Principal, 26
th
 March 2009; Justin, HOD of PE, 7
th
 
May 2009). It is important to state that these three heads of department are not 
provided with any increase in pay, only a promotion in title and extra release time 
which is quite significant (equivalent of 2 full days per week) (Betty, HOD of 
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enrichment, 6
th
 April 2009; Justin, HOD of PE, 7
th
 May 2009). The enrichment role 
is quite large covering student welfare indigenous students, ESL (English as a 
Second Language), gifted and talented and about 45 students with some sort of 
physical, learning or behavioural disability (Betty, HOD of enrichment, 6
th
 April 
2009). Staff in the enrichment department are given a caseload of between 8 and 12 
students each (Betty, HOD of enrichment, 6
th
 April 2009). Although the head of PE 
is also in charge of sport, he is given an administrative assistant to help in this role 
(Cathy, Administrative Assistant PE and Sport, 13
th
 May 2009).  
 The timetable itself has changed this year from a six period day (2-2-2) to a 
seven period day (3-2-2) in conformity with other private schools in the area. 
According to Beatrice (Administrative Assistant – Timetable, 24th March 2009) the 
outsourcing of the timetable this year to a company in Melbourne created a whole 
series of problems, with this year being the worst for timetable problems. Only one 
hard copy of the timetable was given to the school and this has been changed about 
ten times since the start of the year, creating a great deal of disorganisation and 
frustration amongst staff. The timetable was outsourced due to the sharp growth in 
numbers; nevertheless, it did not factor in limited specialist rooms (such as science, 
technical subjects or physical education facilities) (Beatrice, Administrative Assistant 
– Timetable, 24th March 2009). As a result, access to proper resource rooms was very 
problematic for teaching staff. Timetabling issues were further compounded by the 
overcrowding of specialist subjects such as technics, as well as some classes having 
students across three years (e.g. 10, 11 and 12 in them ) (Beatrice, Administrative 
Assistant – Timetable, 24th March 2009). In addition to students having timetabled 
normal academic subjects, they also had regular Chapel services which were their 
form of religious devotion (School Timetable, 2009).  
 Teachers also had a form of religious devotion that was conducted before 
school each day. The weekly routine was: 
 Monday - Bible study in multi-purpose centre (MPC) for all staff, which was 
led by, and involved a message usually given by the principal. 
 Tuesday - Grab a person and pray. Each staff member is assigned a prayer 
partner. This is not monitored by executive and it is unknown to 
administration whether this actually occurs. My observation reveals that it 
does not occur readily, with staff using this time for lesson preparation. 
 Wednesday - Staff sharing of personal lives in the MPC. Staff spoke highly 
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of this session and enjoyed it the most. Some executive were present but they 
did not run this session. 
 Thursday - Prayer groups in different rooms assigned by the administration. 
 Friday - Praise and worship in the MPC for all staff.  
(Observation field notes, 16
th
, 18
th
, 20
th
, 24
th
, 26
th
 February 2009; Staff 
Handbook 2009). 
All religious devotions are non-denominational, and even though the school is 
associated with a specific denomination, the school itself is not linked to a particular 
church. Though this may be, according to Molly (Support Staff, 15
th
 May 2009) and 
Gary (Support Staff, 18
th
 March 2009) a complexity or entwinement of interests was 
present. The business manager is also the co-pastor of a church, in fact, the church is 
held at the school‘s MPC each Sunday (Charles, Business Manager, 12th March 
2009; Gary, Support Staff, 18
th
 March 2009). The church is not directly linked to the 
school even though it is the same denomination, yet it utilises the school facilities for 
a nominal fee (Gary, Support Staff, 18
th
 March 2009). Adding to this entwinement is 
the fact that quite a few staff members of the school attend the on-site church (Molly, 
Support Staff, 15
th
 May 2009; Gary, Support Staff, 18
th
 March 2009 – Confirmed 
through interviews with Cathy, Administrative Assistant, 13
th
 May 2009; Joan, 
Administration Assistant, 10
th
 March 2009). Suffice to say at this stage that although 
there is no direct link, Molly (Support Staff, 15
th
 May 2009) and Gary (Support Staff, 
18
th
 March 2009) made it clear that there is a complex entanglement whose 
implications will be explored in more detail in a later section (6.4.3 and 6.4.4).  
 Presently, CSN is a service company that schools as companies in their own 
right utilise. Charles (Business Manager, 25
th
 May 2009) outlined to me that next 
year (2010) there will be a restructuring, a shift to a more systematic group of 
schools. Under this structural arrangement that will be based on CSN, there will be 
one board of directors for a group of schools (Charles Business Manager, 25
th
 May 
2009; Restructuring Proposal Document, 2009). Yet, each school will maintain its 
own management committee that will maintain operations within the school. 
According to Charles (Business Manager, 25
th
 May 2009), the main difference from 
the present system is that financial decisions, auditing and borrowing and staffing 
will be more centralised and cover a group of schools. For staff, it has advantages of 
ensuring a more even pay distribution across schools, especially for smaller schools 
just starting out, as well as allowing staff to transfer more easily between schools. 
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Further, this new larger company (group of schools) will better able to access 
government grants and interface with banks as well as providing greater access to 
shared resources and ideas across schools (Charles, Business Manager, 25
th
 May 
2009).  
6.4 NARRATIVES REPRESENTING DISCONTENT 
Foucault (1980) suggests that the starting point for examining knowledge/power 
relations is to look at points of conflict, resistance or discontent. These will form a 
more specific contextual framework in which mechanisms of disciplinary power and 
wider principles of governmentality can be explored.  
6.4.1 Narratives on Behaviour Management Problems 
Narrative – Confusions on wayward young merchants 
Young merchants within the city (due to their youth) are prone to bouts of folly, thus 
systems must be in place to deal with these indiscretions by the courtiers in 
accordance with edicts set in place by the nobles. The edicts give young merchants a 
series of warning scrolls, each of a different colour and being cumulative in their 
worth toward more serious consequences. However, many courtiers fail to 
understand that they must issue some sort of consequence in relation to these 
warning scrolls. In particular, some of the courtiers recruited from foreign lands are 
not accustomed to the young merchants being so wayward.
1
 Problems also occur 
when merchants take offence at their young being given warning scrolls and threaten 
to remove them and take them to another city. Nevertheless, all care is taken to keep 
these young merchants in the city so that its wealth and influence can continue to 
grow.  
(Sourced from: Observation field notes and interviews) 
 
Narrative Notes 
1
 Interviews of executive, Australian and South African teachers all supported this assertion.  South 
African teachers were recruited from wealthy private schools with very high standards. 
6.4.2 Commentary on Behaviour Management Problems 
Nowhere is a polyvocality of views more evident than in the implementation of the 
school‘s behaviour management system. Prior to a series of specific cases 
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representing these views, it is important to outline the official documented form of 
the policy as provided in the Staff Handbook (2009). 
 Briefly, the system is a demerit points system based on the principles of Bill 
Rogers (Rogers, 2000, 2006). Misbehaviour results in a progression of cards: yellow, 
orange (5 points) and red (10 points). Students with an orange or red card must report 
to student services so they can record demerit points and then the student must 
complete a consequence to the teacher‘s satisfaction. Fifty demerit points results in 
student monitoring. The biggest problem with the system is where members of the 
school executive (HOS and deputy) step in, especially for more serious offences that 
trigger a red card but where the student is under 50 points (Jill, Teacher, 20
th
 March 
2009; Pam, Teacher, 8
th
 April 2009). This is one area that has caused confusion and 
discontent. Let‘s turn now to some specific views of the system which provide a 
valuable context for disciplinary power. 
 Joanne (Deputy Principal, 8
th
 April 2009) indicated that the school was 
struggling with behaviour management problems on several fronts. Firstly, there is 
the staff mindset and lack of understanding of the system. As an example: 
There are problems with teachers not following procedures while on 
playground duty. For example a student who hit someone was sent to student 
services with a red card rather than to me for a suspension. Teachers don‟t 
understand the procedures….South Africa teachers find the school hard 
because they come from high class schools with no behaviour problems. 
(Joanne, 8
th
 April 2009) 
Then there are problems with parents, some of who seem to take affront at their child 
being disciplined as the deputy explains: 
Some parents are threatening to take students out of the school due to tough 
stance on behaviour management. In fact we are not a zero tolerance school 
– we use strategies that seek to modify behaviour but parents don‟t seem to 
understand that. 
(Joanne, 8
th
 April 2009) 
In both of these examples Joanne conveyed a degree of frustration with both parents 
and teaching staff. Nevertheless, teachers have a variety of views of the system. 
 On the one hand, there are a number of staff who think that the system works 
well, however, many of these are qualified responses indicating problem areas. Some 
examples are: 
 
 195 
I think it works well - All students understood basic rules –you need to teach 
rules - kids cannot be sheltered. A lot of other strategies should be used 
before using cards. It falls down if staff are not consistent but it is a good 
system. 
(Betty, HOD of enrichment, 16
th
 March 2009) 
The system works well - some glitches like teachers not being on the same 
page in what constitutes a card…unawareness of dealing with serious issues 
like aggressive students. 
(Nelly, Teacher, 8
th
 May 2009) 
 
The system works if it‟s done properly and consistently - problem is when 
teachers don‟t follow through. I thought it was a joke at first… the teacher 
must issue a card and a consequence. If you don‟t follow up then kids don‟t 
care. A lot of teachers don‟t understand how it works.  
(Pauline, Teacher, 5
th
 May 2009) 
Behaviour management works well if used properly. I don‟t give out many 
cards. You have to be consistent - do what you say you are going to do. A 
teacher gave 6 red cards in one lesson but you have to go through process - 
yellow on board, orange and then red. This teacher did not follow the 
process. Next day the teacher followed procedure and only one kid got an 
orange card. Following the procedure takes the stress out. A previous teacher 
abused it. The card is not the consequence, teachers must give a 
consequence. Teachers do not always give consequences. Many times there is 
no follow up. 
(Serena, HOD of Middle School, 19
th
 May 2009) 
These responses highlight a form of governmentality that indicates a breakdown in a 
core system within the school – behaviour management.  
 In contrast, there are a number of staff, both administration and teaching, that 
do not think that the system is working properly. Most interesting is the following 
response from Kim (Teacher, 16
th
 March 2009): 
The system is favoured towards some students and tends to keep students 
within the system to keep funding…we need consistency of consequences from 
admin. Students don‟t think the system is fair which leads to more behaviour 
management issues. At admin level, consistency needs addressing and 
consequences need to be fair. Others also agree lack of consistency by admin 
results in complaints by students leading to more stress. 
The implication from Kim is that the system has inbuilt flexibility to avoid being 
overly strict and thus maintain enrolments by minimising withdrawals from the 
school. The final point I will make on the behaviour management system is that both 
Jenny (HOD of Junior School, 6
th
 April 2009) and Serena (HOD of Middle School, 
19
th
 May 2009) would like to see the Bill Rogers system replaced by some sort of 
Christian based system. 
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6.4.3 Narrative on Conflicts and Discontents  
Narrative - Conflicts and discontents in Millstone 
Within the city of Millstone, there are a number of discontents and conflicts. Many 
courtiers complain that they are not given what they need or have requested in order 
to carry out their function in educating the young merchants.
1
 Also there are a 
number of political factions within the city. These include some disharmony between 
local courtiers and those from the foreign lands particularly as those from foreign 
lands seem to be given greater stake of ownership in the city. In addition, courtiers 
from the foreign land speak their native tongue, which has been frowned upon by 
Prince Paspalian and is seen as undermining the cities harmony. There is also some 
friction between courtiers and city administrators with some administrators feeling 
that courtiers are more highly valued and tend to see themselves as a superior class to 
the city administrators. Some within the city have also complained of giving special 
favour to the church at the expense of the city itself, and the church which is 
supposed to be a separate entity to the city is often seen as having too much influence 
in the city, particularly in the appointment of city administrators and promotion of 
courtiers.
2
  
 Another important form of disharmony in Millstone is what the courtiers see 
as the excessive influence of the merchants in the city.
3
 According to the courtiers, 
the merchants have entrusted their young into their care, yet some of the merchants 
are unhappy with some of the courtiers and let Prince Paspalian know, or worse, 
enter the city itself to seek out the courtiers. Merchants are supposed to notify the 
nobles through the city administrators of their entry into the city, but there are some 
who breach this to cause dissention. As a result, many courtiers not only resent but 
are unsettled by the power that the merchants have.  
(Sourced from: Interviews) 
 
Narrative notes 
1
 This is a very widely supported view, expressed by most (over 80%) teaching staff.  
2
 This was a minority view only expressed by 2 support staff. Nevertheless, these two staff were long 
standing employees of the school and seemed to have detailed knowledge of its inner workings. 
3
 A significant number of staff (over 20%) including a member of the senior executive were explicit 
about their unhappiness regarding excessive parental influence. 
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6.4.4 Commentary on Conflicts and Discontents 
Conflict in any workplace is to be expected, yet the type and nature of specific 
conflicts help provide valuable context. At Green Hills, I both observed examples of 
conflict and also had many other examples reported to me. Some of these areas of 
conflict will be expanded upon in later sections. The main purpose for now is to 
broaden the contextual framework by looking at the most significant conflicts and 
discontents.  
 First, is the discontent related to resources, which was raised by the majority 
of staff who were interviewed. This included the lack of a range of resources such as 
whiteboard markers, resource books and computers. Further to this, some staff 
reported a lack of response when they inquired about resources. Not only that, but 
there was also a lack of forward planning and organisation when it comes to 
resources which can be at least partially attributed to the rapid growth of the school. 
To illustrate, Bill (Teacher, 18
th
 March 2009) discusses the problems he faced in 
teaching robotics without computers: 
I am still waiting for computers for my robotics class – they should have been 
ready at the start of the year but they were only ordered in last week which 
was well into term 1. It‟s been a case of 8 weeks of not knowing whose 
making those decisions. I don‟t know how I‟m supposed to teach this course 
without computers…I think the main problem is only one computer person 
who is overworked – the school is looking for another… Originally we were 
going to use laptops but last week a decision was made not to use laptops and 
desktops were ordered instead. 
During this conversation, Bill conveyed a dual tone. On the one hand, frustration 
over the lack of planning and organisation, and on the other, he does not want to 
appear to be pointing the finger. Instead he points to a problem of being short staffed 
which is in the process of being rectified.  
 Secondly, I have observed, and staff have reported, certain factions or groups 
within the school. At Green Hills, there is a large proportion of South African 
teachers. Two teachers Olga (6
th
 April 2009) and Kim (19
th
 May 2009) reported a 
split between the two cultures. My observations have supported the fact that South 
Africans do tend to associate together, yet they still seem to have good relationships 
with many (not all) Australian teachers. Personally, I found the South African 
teachers very friendly, however, it should be noted that I did make an effort to build 
rapport. It seems that this division of cultures stems from two main areas. In the first 
place, the staff room is decorated in a native South African theme. Secondly, there is 
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the use of their native African language (Afrikaan) which has caused controversy. 
The principal has directed South African teachers through emails (which I have 
sighted - email, 1
st
 February 2009) not to speak any language other than English at 
school, including conversations in the staffroom. Nevertheless it would appear that 
the South African native language is still used. Joanne (Deputy Principal, 8
th
 April 
2009) explained that, ‗South African teachers are employed because we can‟t get 
enough teachers here.‘ The principal actually travels to South Africa to recruit 
teachers. Xavier (19
th
 May 2009), an Australian teacher mentioned in relation to the 
principal‘s trip to South Africa that, ‗the principal went shopping to buy teachers.‘ 
(emphasis added). Here we see the objectification of teachers, which is an important 
issue.  
 Another faction reported more so by administration staff is the teacher verses 
administration culture. As an example, Helen (Administrative Assistant, 12
th
 March 
2009) gives important insights into the school culture:  
There are a lot of cliques in the school, us verses them like Australia and 
South Africans, admin and teachers…there is not a lot of teamwork. If you 
are not a teacher they don‟t associate with you…there is not a lot of 
recognition from the top down, so people are trying to develop position from 
the bottom up – it‟s very political …have to watch what you say and be 
politically correct to the n
th
 degree. 
Helen‘s insights reveal a degree of disharmony within the school. These views were 
echoed by many other participants that I interviewed. Interestingly, many staff 
pointed to high stress levels as a major contributing factor to the formation of 
cliques.  
 Finally, in regard to factions, two support staff (Gary, 18
th
 March 2009; 
Molly, 15
th
 May 2009) expressed their discontent at the role of the onsite church. 
This onsite church co-pastored by the business manager, has full use of the Multi–
Purpose Centre (MPC) at a very low price in addition to full use of storage space 
which Gary (18
th
 March 2009) argues should be reserved for school use. Further, 
Gary argues that the church uses the MPC facilities including sound system and 
toilets without cleaning them, yet the church does not help the school out if it wants 
to borrow some of its equipment. The other support staff member (Molly, 15
th
 May 
2009) also raised the issue of the large storeroom that is taken by the church but 
should be reserved for school use. Molly also raised concerns over the formation of 
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jobs and employment for people within the church, in other words, jobs and 
promotions due to connections. 
 Thirdly, in terms of conflicts and discontents, issues with parents was a 
significant bone of contention raised by teaching staff. In my observations, I have 
witnessed on many occasions where the principal is either abrupt or ignores teaching 
staff as he walks past them (Observation Field Notes, 16
th
, 26
th
 February 2009). Yet, 
on other occasions, I witnessed several of his interactions with parents (Observation 
Field Notes, 18
th
, 24
th
 February 2009). On these occasions, he was very warm to 
parents with open and friendly gestures such as handshake plus hand on the shoulder. 
Also he would walk parents to the gate or their car indicating a willingness to ‗go the 
extra mile‘ for the parents.  
 Holly (6
th
 April 2009), a teacher in the primary section reports if complaints 
are made then parents tend to be supported and heard over teachers. This view was 
echoed by many teaching staff (approximately 20) as well as several administration 
staff (approximately 5) who see that parents are often able to easily manipulate 
things within the school. In more extreme cases, there have been reports of parents 
coming onto the school grounds and either abusing staff or making derogatory 
comments about teachers in front of their classrooms. I did observe one case of a 
parent helper who expressed her discontent toward a teacher (Observation Field 
Note, 25
th
 May 2009). Nevertheless, it must be made clear, that this was only done 
after the teacher‘s aide ‗encouraged‘ the parent to take action against the teacher. 
Speaking to a senior administrative assistant (Felicity, 16
th
 March 2009) who fields 
most of the phone calls from parents indicates that most are reasonable, but some like 
to complain. The most common complaint is that teachers have done something or 
failed to do something in relation to their child. Felicity argues that many of these 
complaints are parents trying to negate their own responsibility.  
 Parent response was a key consideration that I observed in any decision 
making process. The following example that I observed at a staff meeting illustrates: 
One important issue raised at a staff meeting was the lining up of junior 
students outside rooms. Concerns were expressed on the ramifications from 
students and parents on the modifications made to the way students line up. 
The original procedure was to have one line of girls and one line of boys. 
However, behaviour issues are arising because some of the lines have been 
too long. A suggestion posed by the HoD and trialled by the teachers has 
been causing problems. The proposal was to even up the lines by putting 
some of the (20) boys in the short (5) girls line. When walking, students are 
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required to hold hands to keep the two lines intact. However, boys have been 
complaining saying things like, ―I'm not a poof‖, "this is a Christian school 
and my dad said there are no ‗poofs‘ here". Some boys have been teased and 
others have gone hysterical saying "I‘m not a girl" Teachers are concerned 
about the behaviour issues being caused as well as being concerned about a 
parental backlash - encouraging boys to hold hands which is seen as 
promoting 'poofs'. 
(Observation Field Note, Junior School Staff Meeting, 19
th
 May 2009) 
This incident highlights the concern over parental interpretation of procedures, 
especially in what is being interpreted by young students as anti-Christian morality.  
 Nevertheless, the aforementioned incident is merely symptomatic of the 
wider issue of parent-teacher relations. The following quotes broaden this context of 
what is perceived by teaching staff as excessive parental influence in the school: 
“The only voice heard in a private school is the parent.”  
(Kelly, 19
th
 May 2009) 
  “The parent is always right.”  
(Kayo, 16
th
 February 2009) 
  “Numbers are everything.”  
 (Jim, 15
th
 May 2009) 
 “You can‟t upset that parent because she has five kids that come to the 
school.”  
(Pam, 8
th
 April 2009) 
 “Teachers feel a tongue lashing every time a parent comes in.”  
(Holly, 17
th
 May 2009) 
 “Parents are not supportive of the job we are doing here.”  
(Justin, 7
th
 May 2009) 
 “Are we going to be backed up if a parent complains?”  
(Jenny, 6
th
 April 2009) 
All these concerns came from different members of teaching staff. Interestingly, the 
first comment generalises this problem of parental influence to all private schools. Of 
course, much more needs to, and will be said on this issue in subsequent sections. 
Here, the purpose was primarily to provide a context of this major issue of 
discontent. 
6.5 NARRATIVES REPRESENTING DISCIPLINARY POWER 
This section uses Gore‘s (1998) framework on disciplinary power. It focuses on key 
aspects of discursive formations and social practices which will be integrated into 
each section. 
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6.5.1 Narratives on Surveillance and Visibility 
Narrative – Watching the courtiers  
In the city of Millstone, the courtiers have a very important role, and as such it is 
important that they properly carry out their functions to ensure the growth and 
prosperity of the city. The courtiers are aware that they are being watched, but the 
who, and the how, are elusive. Things that they do in their rooms seem to be spoken 
of in emails and staff meetings. It is like biblical prophecy ‗What you have said in the 
dark will be heard in the daylight, and what you have whispered in the ear in the 
inner rooms will be proclaimed from the roofs‘ Luke 12:3 (New International 
Version). Questions arise, who in Modus Vivendi Court can be trusted? Who is 
telling who about things? How is information collected?
1
 
(Sourced from: Observation field notes, emails and interviews) 
 
Narrative notes 
1
 Staff were unaware of how and what type of information on them was collected. Towards the end of 
my research, a member of the executive revealed important insights during an interview as to how this 
was done. 
6.5.2 Commentary on Surveillance and Visibility 
The concept of surveillance is at the core of Foucault‘s notion of disciplinary power 
and thus needs to be studied in depth. Within Green Hills there are extensive and 
complex systems of surveillance in operation. It took me a great deal of time and 
‗digging‘ to get to the heart of these networks. In fact, the most valuable sources of 
information were actually collected towards the end of my research study. 
 It is clear that staff know that they are under surveillance. This knowledge of 
surveillance ranges from recollection of overt discursive comments from the 
executive such as ‗big brother is watching you‘ (Observation Field Note, 24th March 
2009) to more implied discursive fields such as one teacher who stated that she was 
told that she needed to ‗prove herself‘ to the school (Kayo, 2nd March 2009). Given 
this message, many seem to be unsure or quite vague about any specific methods of 
surveillance. In fact, a number of teachers that I spoke with were unsure about how 
they were going in the school and said they received little or no feedback from 
hierarchy (principal or deputy). In essence, from a staff perspective, surveillance was 
somewhat of a ‗black box‘ where staff knew they were being monitored but were 
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unsure of how this was being done. This ‗black box‘ mentality is not surprising given 
the complex mechanisms of surveillance being used that indeed represent a detailed 
network of relays.  
 In attempting to convey these complex mechanisms of surveillance, each part 
of the network will be described in turn. Beginning with the simplest, more direct 
forms of surveillance, we turn to ways that staff are observed by the executive. 
During the later stages of my research I was taken to several rooms with good 
vantage points by two executive staff (Observation Field Note, 27
th
 May 2009). From 
these points you could observe many of the school‘s classrooms from the outside, but 
you could not actually see inside the classrooms. Here, the two executive staff (27
th
 
May 2009) told me that they often come to these places to observe staff particularly 
at the beginning of lessons to see who is turning up to class on time and who is 
running late. Many of the staff were not aware of this form of surveillance. 
 In addition to direct observation of staff by certain executive, there is also a 
complex network of relays that feed this system. The HoDs of junior, middle and 
senior school are an important part of this relay system as they have close access to 
staff in their department. They are instrumental in maintaining the school‘s vision 
and direction. Another member of staff often co-ordinates social get-togethers 
(lunches, coffees) for the executive staff. This member of staff is also relied on 
heavily by the principal. Yes, it does sound vague, but deliberately so to protect 
privacy. Suffice to say that an ‗informant‘ is used to co-ordinate, influence and 
gather information with and from the HoDs. 
 Perhaps one of the most pervasive forms of surveillance is through students, 
representing a bottom up form of visibility. Students‘ role in visibility is through 
three main avenues: 1) Ensuring the maintenance of rituals and social practices, 2) 
Connection to other teachers and executive, and 3) Connection to parents. Firstly, 
students ensure that rituals expected within the school are maintained. For example, 
at the start of each lesson, the following ritual is expected from teachers: 
Students are expected to line up for each class.  
When they enter: 
The teacher says: ‗Good morning girls and God bless you‟ 
The girls reply: ‗Good morning Mrs ____ and God bless you‟ 
The teacher says: ‗Good morning boys and God bless you‟ 
The boys reply: ‗Good morning Mrs ____ and God bless you.‟ 
(Observation Field Note, 20
th
 February 2009) 
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Teachers, particularly in the junior school follow this procedure strictly. Surveillance 
is effectively done for this procedure by students, in that if teachers did not follow it, 
the students would quickly question the teacher. This procedure is reinforced directly 
to both students at assemblies, and staff at meetings, to form a circular reinforcing 
relationship. 
 Secondly, many staff, including the executive, have children at the school. In 
fact, staff are expected to send their children to the school as a sign of loyalty. In my 
initial interview, I was asked if I had children that I could send to the school. Staff 
children serve as the eyes and ears of their parents, voicing their discontents and 
monitoring the abilities of their classroom teachers. As a by-product of this 
surveillance and follow up, discontent and conflict has arisen between staff. To 
illustrate, one staff member questioned a colleague over the issuing of a behaviour 
card for their child (peer surveillance using a child), which was resented and seen as 
interfering.  
 Thirdly, children form the eyes and ears for their parents who are making an 
investment to send them to a private rather than a public school. As indicated in the 
aforementioned section on discontents, parents make their voices known within the 
school to the dismay of many staff. This process involves a relay of information from 
children to their parents who then complain to the school. As well as the process of 
surveillance, there is an extension to normalisation where contented parents are an 
important norm that staff must cultivate 
 Another important network of surveillance is through the special staff 
devoted entirely to religious education. This represents a non-classroom network of 
surveillance, yet it is a type of visibility that still penetrates into the classroom. The 
full-time religious education staff have close ties to both children and parents, with 
one staff member being on a parent committee for the schools building fund. In the 
hierarchy, they report directly to the school‘s business manager who is pastor of the 
church that is based on the school grounds. Together they help build the Christian 
ethos within the school. During interviews with these religious education staff (Peter, 
7
th
 May 2009; Debbie, 1
st
 June 2009), they indicated that they often received 
feedback from kids on teaching staff. Not only do these religious education staff 
form internal networks, but these extend outside the school to local churches. The 
majority of staff attend two major churches, the onsite church which is the same 
denominational background as the school, and a Pentecostal church that is located 
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close to the school. Like the school itself, both these churches encourage a culture of 
sharing and openness in order to encourage mutual submission and accountability 
(Church Websites, 2009). As previously mentioned, some support staff (Gary, 18
th
 
March 2009; Molly, 15
th
 May 2009) complained of jobs through connections, 
particularly with administrative positions. Although, I could not verify this, most of 
the administrative staff during interviews stated that they did attend the onsite church 
or a sister church - same denomination. In contrast, more of the teaching staff 
attended the Pentecostal church, which may help to explain, at least in part, the 
administration verses teaching staff culture in the school.   
 In terms of the design of the classrooms themselves, many contained large 
glass panels from about 1m above ground level right up to the ceiling, allowing easy 
visibility into the classroom itself. Despite easy visibility into classrooms, my 
observations indicate that there was little movement in general by non-teaching staff 
during lesson times indicating limited direct surveillance during teaching times. 
Nevertheless, two members of the executive staff were observed regularly walking 
around the school observing what was going on in classes. On one particular 
occasion, when I was observing a lesson, the teacher was interrupted three times in 
the one lesson by one executive staff member (for reasons that did not seem at all 
urgent) and therefore needed to stop the teaching and learning process when this 
occurred (Observation Field Note, 26
th
 February 2009) . Overall, according to several 
teachers (Graham, 26
th
 March 2009; Olga, 6
th
 April 2009; Xavier, 19
th
 May 2009; 
Adam, 21
st
 May 2009) the executive has little idea about what goes on in the 
classroom. For example, they do not know what forms of pedagogy are being used 
and asked me to determine this as part of my role in reviewing the school.  
 Not only are the executive ‗blind‘ in terms of pedagogy used, according to 
teachers such as Adam (21
st
 May 2009), ‗executive staff don‟t know what‟s 
happening at ground level.‘ Otherwise stated, staff have made it clear that executive 
do not appreciate the challenges and difficulties staff face, in particular problems of 
workload and lack of resources. At first glance, this ‗blindness‘ appears to be the 
antithesis of visibility. However, it must be clarified that this 'blindness' has been 
indicated by Adam (21
st
 May 2009) to be deliberate, ‗Admin don't want to know 
what‟s happening because they have enough stress to deal with.‘  From this, a 
paradox appears, on the one hand, an extensive network of surveillance to monitor 
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the performance of staff; on the other hand, several teachers reported a deliberate 
‗blindness‘ to their needs and challenges.  
6.5.3 Narrative on Normalisation 
Narrative – How do I know if I am a good shepherd? 
Courtiers, in performing the role of guiding young merchants are also considered 
shepherds. But how is a good shepherd determined? Who makes the rules for what a 
good shepherd is? Religious guidance is provided by the Sacred Order of the Holy 
Mission. This means that religious principles guide the answer to this question. 
These principles are promoted among the courtiers at Modus Vivendi Court. 
Shepherds are to be caring and diligent servants, unlike the slothful heathens found 
in many other cities.
1
 They should stand apart as a guiding light and example; their 
motivation should be the good of the city rather than selfish gain; their purpose is 
heavenly and not primal or earthly. Together, the shepherds should form a flock, a 
family that guides and supports each other, one that shares their strengths and 
weaknesses with each other.    
(Sourced from: Observation field notes, emails and interviews) 
 
Narrative notes 
1
 Discursive comparisons were explicitly indicated in presentations to staff such as morning devotions, 
emails as well as interviews with executive staff.  
6.5.4 Commentary on Normalisation 
Staff are opened up to normalising judgement in a number of ways, some of which 
are disguised within a hidden duality of purpose in certain activities. While activities 
were seen or promoted in one way, they also played a role in exposing staff to fields 
of normalising judgement. There are two important examples of this that serve as 
valuable illustrations.  
Firstly, the HoD of junior school wanted to introduce a reflective sheet on 
pedagogy that could be used to help her staff develop. This sheet was used at her 
previous school and was to have an intrinsic value of improvement as well as helping 
to develop and incorporate Christian values in education (Jenny, 6
th
 April 2009; 
Professional Learning Framework Document, 2009). In sum, it was to be a small 
internal tool for self reflection. Though this was the original intent, a member of the 
senior executive wanted to use it as an evaluation tool, to determine how well staff 
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were incorporating Christian values into their teaching, as well as how appropriate 
their forms of pedagogy were. Such a move would expose teachers to fields of 
judgement, opening them up to comparison not only with each other but also in 
relation to expectations of focussing on a Christ-centred curriculum. Adding to this 
field, the member of the senior executive actually turned up to the junior school staff 
meeting when these reflection sheets were due to see who was doing the right thing 
in opening themselves up to fields of visibility and normalisation. 
Secondly, every Wednesday morning before school as part of the week‘s staff 
devotions, staff are invited and encouraged to share about themselves. Sharing may 
range from a personal lesson that one has learned, to one‘s history and testimony, to 
one‘s current struggles. Many teachers have conveyed to me that they really enjoy 
this devotion because it is a time that they can share with each other and be real and 
honest about what is going on in their lives. The executive staff while present, do not 
run this session. Even so, a culture of openness is encouraged; a blurring of 
boundaries between the personal and professional is promoted. In other words, staff 
are encouraged to share their personal lives and gain support from others in 
accordance with the biblical mandate of ‗submitting to one another out of reverence 
for Christ‘ (Eph. 5: 21 English Standard Version). Staff are expected to be connected 
with each other and pray for one another; yet this can also be a source of power over 
staff because it opens them up to whole new fields of visibility, exposing their 
private lives. Such openness is promoted through the importance of support 
networks, as well as negative discursive frames criticising state schools as being 
‗closed‘ and ‗uncaring‘. Certain staff were well aware of the potential abuse of this 
form of visibility, indicating that ‗you need to be very careful what you tell people, 
because it gets around.‘ (Cindy, 5th May 2009). 
This blurring of boundaries between home and work is part of a wider 
discursive comparison at Green Hills that compares government, or state schools, 
and private schools. Discursive comparisons in this case are designed to remind staff 
that they are part of a different system, thus incorporating a normalising judgement. 
Promoting the need for staff to blur private/professional boundaries is just one aspect 
of this discursive comparison. Another important dimension is when staff arrive, and 
leave school. Recalling some problems with previous staff, one of the executive says: 
In 2007 we had some dud teachers - not modelling Christianity but a state 
school mentality - arrive on the dot, leave on the dot and not do anything 
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extra – It‟s a selfish attitude. Most duds left on their own and one was asked 
to leave. Even this year there are some teachers like that which is reflected in 
the job they do. 
(Charles, 25
th
 May 2009) 
The state school mentality is seen as having clear boundaries between home and 
work where teachers leave as soon as school is finished (Charles, 25th May 2009). In 
emails to staff, the principal also uses these discursive comparisons, for example: 
„…at state schools teachers race the parents out the gate at 3.30.‘ (email, 4th June 
2009). Given this, we see that teachers operate within this discursive field of 
comparison aimed at normalising their behaviour away from the perceived 
minimalist approach of state schools (selfish) to a normalised approach expected by a 
private Christian school (selfless).  
 Coupled with the comparison of state and private discursive fields, there is 
also the job and ministry discursive comparison that also opens up staff to 
normalising judgement. Many avenues are used to reinforce this discursive 
comparison. These include the principal‘s introduction in the staff handbook that 
states: ‗I encourage all staff to view their service at [Green Hills] as a ministry and 
calling – rather than as a job or career.‘ (Staff Handbook, 2009, p. 6). This was also 
reinforced at staff meetings and in emails to staff. During my interviews it was very 
evident that staff knew this was an important discursive comparison. One incident 
that highlights this is recorded in my field notebook during one of my early 
interviews: 
During my interview with Marcia this morning she seemed a little uneasy. I 
asked her how she sees her role in the school, to which she replied, ‗I see it as 
a ministry and a calling, not just a job.‘ The tone, the body language, all 
indicated that I was some sort of spy for the executive. Even so, she displayed 
an air of pride after her response. After all she had just aced the test, she had 
given the politically correct answer, she was to be deemed a faithful member 
of the flock. 
(Observation Field Note, 2
nd
 March 2009) 
Fortunately, I was able to convince Marcia and many others that my role was not a 
spy and I was in fact interested in their point of view. Nevertheless, this experience 
which was repeated in varying degrees on a number of occasions, demonstrated how 
ingrained, how much to the forefront of people‘s mind this discursive comparison of 
ministry verses job was. Not only that, but staff knew that they were being subject to 
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judgement for their actions. In other words, do their actions and the way they carry 
out their duties within the school indicate to the executive that they see their role in 
the school as a ministry or calling or merely as a job? So then, these discursive fields 
serve as normalising fields of judgement that are combined with forms of 
surveillance to form what Foucault terms the examination.  
6.5.5 Narratives on Exclusion 
Narrative - The banishment of Zelda 
There was once a city worker named Zelda who was hard working and industrious. 
As a child of God‘s flock, she was only young.1 One day Zelda became pregnant and 
the city officials found out. However, with extensive discussion, it was found that 
Zelda was to be married and therefore was reassigned to a less prominent role within 
the city where she could be hidden. A measure of grace had been extended to Zelda. 
Nevertheless, things were about to get worse as Zelda broke up with the one she was 
to be married to, for a very valid reason. Hoping that the officials would once again 
understand, she told them about the break up, hoping for support. But Zelda was 
banished from the city for her indiscretion. Gary was very upset
2
 by this incident and 
had discussed this with his shepherd
3
 who resided in another city who was also 
dismayed. Gary conveyed his objection to the way Zelda had been treated most 
strenuously, ‗Christ himself would not have made those choices.‘ 
(Sourced from: Interview (Gary, 16
th
 March 2009)) 
 
Narrative notes 
1
 Young Christian or newly converted Christian. 
2
 During the interview, Gary also conveyed anger and disgust over this incident. 
3
 The Pastor of his local church. 
 
Narrative - Kayo‟s fears 
Kayo was a courtier from a foreign land recruited to the city of Millstone in order to 
address shortages so that the merchant‘s children could all be educated. To work in 
the city of Millstone, Kayo needed a scroll that would have to be signed by the 
Prince in order to remain in the land.
1
 Kayo is dependent on the city of Millstone to 
sign her scroll so that she can remain in the land, otherwise she will be banished back 
to her homeland which does not hold the promise of a better life. The highest 
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officials in the city of Millstone tell Kayo that she is being monitored and that she 
must perform in order for them to sign the scroll that will keep her in the land.
2
 So 
Kayo worked very hard, late into the evenings in order to impress those who held 
power over her future.  
(Sourced from: Interview (Kayo, 24
th
 March, 2009)) 
 
Narrative notes 
1
 A working visa must be supported by an employer. 
2
 Although there was evidence of high expectation and staff monitoring, there was no specific direct 
evidence to support  Kayo‘s assertions. Nevertheless, general evidence combined with participant 
trustworthiness do support these claims. 
6.5.6 Commentary on Exclusion 
As indicated in both narratives, there are several levels of exclusion. At the extreme 
level as indicated by Irene (27
th
 May 2009), a teacher in the junior school, ‗Teachers 
can be fired on the spot for breaches of ethics such as pregnancy outside wedlock, 
certain cases of divorce or separation.‘ High moral standards are expected of staff as 
part of their contract, which means they must submit to juridical forms of power that 
govern their morality.  
These two case studies described in the above narratives are worth examining 
in relation to exclusion. One deals with a case of actual exclusion for a moral breach, 
the other relates to using the threat of exclusion as a form of disciplinary power. In 
the first story of the banishment of Zelda, a non-teaching member of staff had broken 
standards set by the school. However, there are a number of ethical quandaries that 
surround this case. First, is the decision to reassign Zelda. Had Zelda been a member 
of the teaching staff, this option would not have been available. Secondly, the 
decision to initially support Zelda, which the school was under no obligation to do as 
she had broken their guidelines on conduct, but then dismiss her after her break up 
drew sharp criticism from Gary (24
th
 March 2009). This brings us to the third 
quandary which is the collision between what we could loosely call Old Testament 
and New Testament ethics. Broadly speaking, the Old Testament ethics represented 
rule under the Mosaic Law. If the law was broken then consequences would be 
issued. Consequently, the banishment of Zelda is what would be expected under this 
principle. While New Testament ethics do not negate the rule of law, they do include 
a dimension of grace and a desire to withhold judgement as Jesus said to a crowd 
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who was about to stone a woman for adultery, ‗If any one of you is without sin, let 
him be the first to throw a stone at her‘ (John 8:7 New International Version). In 
Zelda‘s case there is a mixing, a changing of ethical approaches as maintaining grace 
seems no longer feasible.  
 In the second case study on Kayo‘s fears, a more powerful form of exclusion 
exists; that is, the constant dark cloud, the fear of exclusion. As a foreign teacher 
who seeks to make this country her new home, Kayo needs something from the 
school, their recommendation. It seems that this gives the school great leverage, at 
the very least, potential leverage. Then it comes down to ethical decisions about how 
and if this type of leverage is applied or utilised. Based on my observations it was 
clear that expectations on Kayo were high. Were they unreasonably high? Really that 
is a matter of subjective judgement; however, Kayo did work very long hours and 
reported very high levels of stress. This also raises the issue of how much 
expectation was directly placed on Kayo and how much was self-created, based on 
fear. One thing that is worthy of note is the ambiguity, the lack of feedback laid the 
foundations for greater levels of fear to be self-created and internalised.  
6.5.7 Narrative on Classification 
Narrative - Are you a good courtier? 
During one of my visits to Millstone, one of the city officials
1
 told me about a 
courtier named Bill who had been sent here from another city due to problems he had 
in managing some of the merchant‘s children. Bill had connections to the Sacred 
Order of the Holy Mission and therefore it was seen as important to help Bill, to help 
him grow and develop. The city official told me that Bill had a special flag symbol 
() next to his name to indicate he was being watched. In fact all courtiers who 
needed to be watched had this special flag symbol () next to their name. 
Furthermore, there were other courtiers who city officials were unsure of. These 
courtiers were given another symbol () to indicate that they would have to be 
checked but not monitored as closely as those who were flagged.  
(Sourced from: Interview (Senior executive, 17
th
 June, 2009)) 
 
Narrative notes 
1
 Member of the senior executive whose specific position has been withheld for ethical reasons. 
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6.5.8 Commentary on Classification 
Classification systems within the school are primarily discursive, yet there are 
examples of classification practices which will also be addressed. As previously 
mentioned under the section on normalisation, a discursive divide is placed between 
ministry and job. Subsequently, this also serves as a classification system for staff, 
namely, those who see their role as ministry and those who see it as a job. This was 
made clear when Serena (19
th
 May 2009), one of the HoD‘s pointed out to me ‗You 
can tell which teachers see it as a job…‘ We see then, that the teacher is classified 
according to the normalisations set by the school and this extends to all discursive 
comparisons. Nevertheless, the nature of these discursive comparisons may change. 
For example, a senior member of the executive classified some teachers as ‗dud 
teachers‘ who ‗modelled a state school mentality‘ and these teachers found their way 
out of the school, mostly on their own, but with one being asked to leave (Field note, 
25
th
 May 2009). 
 Not only are the classifications that are present important, but also those that 
are absent. One classification you would expect to see in any school is classification 
by experience. In other words, are teachers classified as experienced or are they 
beginning teachers who need mentoring. Discursive references to this type of 
classification were virtually non-existent. Instead, an alternative schema of 
classification existed; classification by spiritual maturity. Many discursive remarks 
were made regarding teachers and administration staff as ‗mature Christians‘ or 
‗immature Christians‘. For example, in relation to Prince Paspalian, „…he has had 
many years walking with the Lord and has a lot of wisdom.‘ (Penny, Teacher, 16th 
March 2009). Such a statement alludes to a spiritual maturity and was more 
prominent than references to professional experience and expertise.  
 Discursive classifications also have a normalising intention. The following 
field book entry highlights this point. Although the subject of morning tea itself may 
seem trivial, it does reveal the purpose of classification systems to attempt to 
normalise behaviour: 
During a meeting of one of the departments, the head of the department 
(HoD) announced that this Friday it was their turn to provide morning tea 
again. She then scolded her staff over the poor effort they put into the last 
morning tea that they were asked to supply. She described their last effort in 
providing for morning tea as ‗non-Christian‘. It was important for them to 
now do better and set a ‗Christ-like example‘ by being more generous in what 
they brought along. 
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(Observation Field Note, 27
th
 May 2009) 
Did this approach of classifying their past poor behaviour as ‗non-Christian‘ work? 
Fortunately, Friday was one of my scheduled days. Even if it wasn‘t I probably 
would have gone in because I was very curious about how the staff would respond. 
The morning tea was magnificent, and the body language of the head of department 
indicated that she was proud of her staff and the effort they had put in.    
6.5.9 Narrative on Distribution 
Narrative – A city without distractions 
Millstone was to be a city without distractions from its key purpose of ensuring all 
the merchants were happy with how their children were being guided. Prince 
Paspalian, after getting courtiers from foreign lands, gave them a common space 
which was like home, to ensure they keep their values of hard work which they were 
famous for.
1
 Space for courtiers to gather together was minimal to ensure they were 
focussed on their task.
2
 Further, nobles were given their own space to reinforce their 
separation and authority over the courtiers.  
(Sourced from: Observation field notes) 
 
Narrative notes 
1
 South African teachers had the staffroom decorated in native décor. 
2
 This was not the product of deliberate action rather of low priority to have a common staff area. 
6.5.10 Commentary on Distribution 
Distribution of space is an important aspect of Foucault‘s disciplinary power. In this 
section focus will be on distribution of space as it relates to teaching staff. For 
historical significance and to make the South African teachers feel welcome, the staff 
room was decorated by the school in South African style. This ‗home like‘ space is a 
concession for the sacrifice made of moving to a new country. Nevertheless, this 
space is a source of contention, particularly among the other non-foreign teaching 
staff. What this means is that the integration of overseas teachers with local teachers 
has been hindered. The question then arises, is this strategy that has hindered the 
integration of foreign teachers a deliberate attempt at distribution or is it a result of 
unnecessary feeling over a gesture to make these overseas teachers feel more at 
home?  
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To be sure, it is impossible to give a definitive answer; however, there are 
indications that this distribution does at least have certain targeted effects. Firstly, 
one informant told me (6
th
 April 2009) that South African teachers are recruited 
because they are hard working. In fact, it is believed that they have a much better 
work ethic than Australian teachers. Consequently, it would make sense not to have 
this high work ethic, which is so highly valued at Green Hills, eroded in any way. 
Secondly, it is easier to control regimes of truth when teachers are more isolated. The 
following example from my field dairy illustrates this: 
This morning I was sitting around the table with some South African and 
Australian teachers. The following comments really surprised and astounded 
me. The topic of discussion was kids and discipline. South African teachers 
were discussing how difficult they found the kids at this school in terms of 
discipline. The following comments I have recorded from this morning as 
near as possible to what was said. These comments were not taped and so 
cannot be taken word for word, however they do represent the marrow of 
what was said: 
 
Jill (South African teacher): I guess you just have to accept that kids here are 
rude. 
Betty (Australian teacher): What makes you say that? 
Jill: That what admin told us 
Betty: What! What exactly did they tell you? 
Jill: That Australian kids are rude, that‘s their culture and you have to work 
within that  
Betty: That‘s ridiculous, that‘s not our culture at all, that‘s just so you go easy 
on the kids to keep the parents happy.  
(Field Note, 9
th
 June 2009) 
This conversation provides evidence that distribution did make it easier to propagate 
certain truths among overseas teachers.  
 Now there is another important aspect of distribution that also creates a sense 
of isolation, that is, the lack of a proper common staff space. This is purely a funding 
issue with plans being in the works for this to be addressed. However this 
distribution does tend to create a more isolated working environment which produces 
smaller cliques rather than overall staff cohesion. Also adding to this division is the 
head teacher staffroom (all head teachers except for some PE staff – due to space) 
that has created a class type culture amongst staff. Observing teachers who went to 
the head teacher staff room and the body language of some head teachers 
(authoritative and closed), it was clear that this room represented to some exclusive 
space for those who held a position of power.   
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6.5.11 Narrative on Individualisation 
Narrative - Be ye diligent my shepherds! 
One day it came to the attention of the chief shepherd that many of his shepherds 
were engaging in too much idle chatter. Even though they were not looking after the 
sheep when they were doing this, they should have been engaging in more 
constructive activities such as looking for new pastures for the sheep and finding 
better ways to feed them and care for them. To address this issue, the chief shepherd 
wrote a letter on a scroll and sent it to all shepherds stating this fact.
1
 Although the 
chief shepherd did not say that shepherds could not talk to each other, rather they 
should not talk to each other too much as it creates an impression of idleness. Instead 
they should be cultivating a quiet diligence that a true servant would display. In sum 
– be ye diligent my shepherds!2 
(Sourced from: email (John, 14
th
 May 2009)) 
 
Narrative notes 
1 
Global email sent to all staff. 
2
 Expectations of a culture of diligence and the avoidance of distractions were also supported by other 
emails, presentations at morning devotions and staff interviews. This narrative perhaps best highlights 
the strength of this sentiment. 
6.5.12 Commentary on Individualisation 
Before writing this section, I was nearly going to put it in together with the above 
section of distribution, and I would have except for some important discursive 
practices. Prior to addressing these it is important to tie individualisation practices 
with distribution. As discussed in the previous section, the distribution of staff space 
is an important individualising strategy. Not necessarily of individuals per se, but of 
certain sub cultures such as South African teachers, head teachers and Australian 
teachers. Such organisation has created the formation of undesirable cliques, yet it 
does achieve certain important objectives of the executive. These include: greater 
ease at propagating regimes of truth, and a more hierarchical structure in the school 
for greater flow of disciplinary power.    
 Despite staff in general forming these cliques in response to the distribution 
of space, there are further compounding problems of individualisation. Gatherings of 
staff tend to have two negative aspects. Firstly, some of these groups being isolated 
gain a sense of power or inclusion through gossip and discussions of others in the 
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school. Some members of staff find this threatening and/or contrary to their Christian 
values. A second aspect is that these groups tend to be monitored by key members of 
the executive and thus form part of a mechanism of surveillance. Accordingly, there 
are a number of staff who are very isolated, who choose to have recess and lunch in 
their classroom. Thus individualisation becomes evident through these practices. 
 The process of isolation created in me feelings that were varied. According to 
Bill (18
th
 March 2009), staying out of the politics of the school meant doing his own 
thing at recess and lunch, which he was happy to do. In other words, a sense of 
isolation was a positive thing for him. Yet there were several other staff members 
who felt very alone and isolated and I really felt for them. They wanted to connect 
better with staff but found it hard due to many reasons including the distribution of 
space, cliques and high workload. While it is clear that the executive are not trying to 
create a culture where teachers feel isolated, it is nevertheless an unintended by-
product. As indicated in previous sections, a hard working culture of teachers who 
have a ‗servant‘s heart‘ and are willing to ‗go the extra mile‘ is the desired norm. 
This means that anything that can interfere with these goals needs to be addressed. In 
the exhibit, be ye diligent my shepherds; an important discursive formation is present 
that is directly aimed at increasing the level of individualisation by redefining and 
limiting interactions between staff. Even if staff resist and say – this is ridiculous! It 
will still be in the back of their minds that their interactions are being watched to 
ensure that they do not devote too much time to this aspect of their work.  
 In the final analysis, individualisation is achieved through the practices of 
distribution and through discursive formations that remind staff of their obligations 
and duties; of not only what they ought to do and not do, but also on the guidelines 
on degrees to which certain tasks be performed. Otherwise stated, it‘s acceptable to 
have some interaction, but not too much.  
6.5.13 Narrative on Totalisation 
Narrative – Together we serve the merchants 
Prince Paspalian knew that the key to his city‘s growth, wealth and prosperity was 
the merchants. Keeping them happy was an important priority. To achieve this goal, 
the prince knew that his courtiers would have to play an essential role; they must 
work together for the good of the city. As chief shepherd, Prince Paspalian gathered 
his courtiers together each week to encourage them in the principles of service and 
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devotion. This was also reinforced with daily rituals such as prayer, sharing and 
song. These activities were designed to remind the courtiers of their role to serve and 
see the city grow.                                                      
In his letters to his courtiers
1
, Prince Paspalian regularly reminds his courtiers 
of the importance of merchants, that they are the life blood of the city. Without 
merchants and their young, there would be no need for any of us. He tells them that 
we must work together to look after the merchants and their young. Many of his 
references to problems in the city indicate that these need to be fixed so that it does 
not create a bad impression on the merchants.  
(Sourced from: Observation field notes, emails and interviews) 
 
Narrative notes 
1
 Regular global emails to staff. 
6.5.14 Commentary on Totalisation 
Totalisation is a critical aspect of Green Hills in that building collective character is 
foundational to building the school‘s future. Strategies involving both social 
practices and discursive formations exist to form a sense of collective identity and 
perhaps more importantly loyalty. These will be discussed in turn. 
 Morning devotions before school are the key social practice used to build this 
sense of collective identity with the order being carefully planned. Monday morning 
begins on most occasions with the principal leading bible study, which is really a 
sermon to staff. Topics focussed on key character traits that were desired in staff. 
Consequently, the aim of this session was to instil values into staff. Wednesday 
morning is where staff get to share their lives with each other. Each week the focus is 
on a different member of staff who would share about aspects of their personal lives, 
creating a sense of family and community. Most staff like myself really enjoyed this 
time of getting to know colleagues, but I did fear for some staff particularly when 
they shared vulnerabilities. They left themselves open to judgement, and even those 
with the best of intentions can be prone to this weakness.  
Friday‘s praise and worship service in the MPC was also important for 
building a sense of community. What I found very interesting is that nearly every 
member of staff had some sort of musical talent, that is, they could either play an 
instrument or sing. Furthermore, this session also imitated that which staff would 
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find at their local church, indicating an aim to build a similar sense of family and 
commitment as staff would give to their local church. In sum, Monday, Wednesday 
and Friday devotions is when the whole staff come together to build a sense of 
Christian identity and unity. Tuesday and Thursday are a little different. Tuesday‘s 
devotion of grab a friend and pray happens mainly in name only, with many staff 
using this as an opportunity for lesson preparation. Thursday is small prayer groups 
in different rooms as set by the administration. These groups do occur but, depending 
on the leader, some may be quite short leaving the other three days with the role of 
building identity. 
 Another practice designed at the formation of a collective identity is the staff 
uniform. Personally, I liked the idea of a uniform; it provided simplicity and helped 
me to fit into the school. Nevertheless, as will be discussed later, it provided an 
important avenue of resistance for staff. 
 Equally important, collective character was more externally focussed rather 
than internally focussed. Otherwise stated, rather than aiming to build a sense of staff 
cohesion, the aim was to provide a cohesive relationship with the parent body. To 
illustrate, linguistic structures of ‗we‘ and ‗us‘ in emails from the principal are 
primarily directed at staff relationships with parents as indicated in the above 
narrative. 
6.5.15 Poem on Regulation 
Poem - Holding my VISA 
To come and make a better life, 
I must be prepared to pay the price; 
To serve, perform and plead my case, 
I do everything to keep my place; 
They have power to make me stay or let me go,
1
 
And of this power, they make me know. 
(Sourced from: Interviews and observation field notes) 
 
Narrative notes 
1 
Reference to employer sponsored VISA. 
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6.5.16 Commentary on Regulation 
Regulation covers the juridical aspects of disciplinary power. This section covers 
aspects related to staff professionalism. Discussed in the overview of the school was 
the fact the staff pay is 7% below government pay. This is due to no union 
involvement with pay negotiations. Therefore Green Hills set what it thinks is fair 
and more importantly what it can afford due to its very low fee scale for students. 
Nonetheless, this has caused problems on several fronts. Problems include failure to 
attract and retain Australian teachers, meaning the school is forced to recruit teachers 
from overseas. 
 In relation to disciplinary power, high salary cannot be used as a mechanism 
of disciplinary power. What this means is that Christian discourses of servant hood 
replace discourses of pay and professionalism. Incidentally, my research was 
collected in the middle of the Global Financial Crisis at a time when unemployment 
was rising and job security was becoming more uncertain. Capitalising on this 
situation, an email was sent to all staff reminding them of this fact. Further, an 
important objective was also reinforced, emphasising the need to keep parents happy 
to keep numbers and hence jobs.  
  In terms of staff contracts and employment screening, these are not as strict 
as other private schools due to difficulty getting teachers (Collective Agreement, 
2008; Staff Handbook, 2009). While most schools expect a religious reference, at 
Green Hills as long as you confess that you practice religion and are suitably 
qualified, that is usually sufficient. In addition, staff are expected to abide by the 
conditions of the college including behavioural and ethical standards.  
 In reality, regulation is a very ineffective element of disciplinary power for 
Australian teachers in this context. Meanwhile, for overseas teachers, regulation 
becomes one of the most powerful strategies of disciplinary power as represented in 
the poem, Holding my VISA. Overseas teachers come on a visa that must be 
sponsored by an employer. If the employer no longer sponsors the overseas teacher, 
then they must either find another job or return to their home country. Since teachers 
have been specially recruited, it could be very difficult to find another job. As a 
result, to retain their visa, overseas teachers must ensure they meet all requirements 
laid down by the school. Teachers are keen to do this if it means a better life in 
Australia, especially to escape the violence that is reportedly present in South 
African society. Moreover, we also see here the link between regulation and 
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exclusion, where regulations give the power to exclude, not just from the school but 
potentially from the country.  
6.6 NARRATIVES REPRESENTING BIO-POWER 
Having covered mechanisms of disciplinary power directed at managing individuals 
within the institution, it is also important to look at mechanisms that manage the 
teaching population that go beyond the institution itself. Briefly, before looking at 
the two exhibits which represent the mechanisms arising from two main sources of 
bio-power, that is, the state government and the school‘s consulting company CSN; it 
is important to note the absence of a usual influence of bio-power – unions. Unions 
traditionally manage the teaching population in terms of protecting rights and 
conditions; however, at Green Hills, for the teaching staff, there was a conspicuous 
absence of discourse relating to unions, union membership and union involvement. 
Essentially, my point is that the school is to a large degree free of the bio-political 
influences and mechanisms of unions which is an important contextual consideration 
when considering the wider framework of governmentality.  
6.6.1 Narrative on Governmental Bio-power 
Narrative – the Kings edict 
Although Prince Paspalian looks after his courtiers in the city of Millstone, they are 
also governed by laws from the King. Recently, the King declared an edict that all 
courtiers in their role of educating the young merchants must have continual, annual 
training to uphold their status and nobility.
1
 Prince Paspalian must ensure that he 
provides opportunities for his courtiers to further their status and nobility and is 
required to annually report to the King.  
 In response to this edict, Prince Paspalian formed special clusters of nobles 
that were to investigate how the city could be improved. Nevertheless, the Prince was 
careful to specify which areas were to be focussed on, with the implication that the 
others were of less importance or off limits even if they were areas important to the 
courtiers.  
(Sourced from: Emails and interviews) 
 
Narrative note 
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1 
Refers to recent ruling for all teachers to have annual professional development. This ruling has a 
large scope for flexibility on the type of professional development.  
6.6.2 Commentary on Governmental Bio-power 
While there is a multitude of legislation that governs schools at both the state and 
federal level, the focus here is on governing the teaching profession, specifically as it 
relates to professional discourse. The teaching population with the state of 
Queensland is governed by the Queensland College of Teachers (QCT) which has 
the following jurisdiction (Queensland College of Teachers [QCT], 2006a): 
 1) Training of teachers and quality of teacher training programs 
 2) Progression from provisional to full registration 
 3) Renewal of teacher registration 
 4) Continuing professional development frameworks 
The professional standards framework focuses on three clusters: teaching and 
learning, professional relationships and the area of reflective practice and 
professional development (QCT, 2006b). Based on these three clusters there are ten 
standards of professional practice expected of all teachers in Queensland.  
 Within Green Hills and in fact most schools, the main influence of the QCT is 
in the fourth area - continued professional development. Renewal of registration is 
simply subject to a criminal history check and a minimum of 200 days ‗teaching‘ (or 
other role within a school) over a period of 5 years (QCT, 2008). Continued 
professional development requires 30 hours per year (full-time teachers) in a wide 
range of activities from in-service courses to formal study to school projects (QCT, 
2008).  
 In terms of influencing practices, Green Hills needs to ensure that all (full-
time) staff meet this 30 hour requirement (or part time equivalent). As indicated in 
the above narrative, apart from professional development days and other various 
activities, one strategy that the school had adopted was to set up school improvement 
committees that came under the area ‗Leading school-based curriculum and/or policy 
development‘ (QCT, 2008, p. 4).  
 In the final analysis, what this means is that the primary technique used for 
the ongoing management of the teaching population is the classification of annual 
professional development requirements which the school needs to ensure are 
available. The school must provide annual statements to the QCT on the professional 
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development activities of its staff (QCT, 2008). As a result, the school forms part of 
a broader framework in which teachers are governed. While these requirements are 
specific in terms of time, there is a large degree of flexibility in terms of the nature 
and types of activities undertaken within the institution itself.  
6.6.3 Poem on Consulting Company’s Bio-power 
Poem – Prince to the Sacred Order of the Holy Mission 
A city of prominence, a city of light, 
I seek to build upon this site; 
Sacred Order of the Holy Mission,  
Keeping with your established tradition; 
To you I come for advice, 
Help me with the strategy to set the price; 
Keep it low and they will come,  
Then make do with this measly sum.
1
 
(Sourced from: Interviews and observation field notes) 
 
Narrative notes 
1
 This last sentence highlights the key philosophy confirmed through many interviews; that is, keep 
fees low to get as many students as possible and rely primarily on government funding. 
6.6.4 Commentary on the Consulting Company’s Bio-power 
The Christian Schools Network (CSN) is a company represented in the above poem 
by the Sacred Order of the Holy Mission. As mentioned at the beginning of this 
chapter, under a proposed restructuring, CSN would have a greater role in governing 
schools under its umbrella. Once again, the CSN helps govern many practices within 
Green Hills, but here the focus is on those practices that govern or at least influence 
teachers.  
 As a fundamental practice in the schools that it helps govern, the CSN 
supports a low fee, high growth policy as testified by the school‘s business manager. 
Due to the practice of high reliance on government grants and low fees, limited 
finance is available to fund teacher salaries which are 7% below government salaries 
as previously stated. Further to this, the CSN helps the school set their salaries but 
recently received a notice from the federal governments Fair Pay Commission 
notifying that the award had failed the ‗no disadvantage test‘(email, 9th June 2009). 
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This was surprising as the CSN is supposed to ensure that the school meets all 
government requirements. It also makes suggestions on policies, particularly those 
required by the government.  
 What does all this mean? We must remember that the CSN does not dictate 
the individual school‘s goals or visions. Nonetheless, it advises on overall 
frameworks or strategies of governmentality that have deep and far reaching 
implications within the institution itself. Not only does this sharp growth have 
entailments which are discussed elsewhere, but also the limited finances available 
affect not only the practices, but also the discursive formations needed to guide the 
conduct of teachers. This is poignantly presented in the above poem which highlights 
the flow on impacts of this government rationality used to represent all teaching 
populations within the schools that the CSN influence and help govern.  
6.7 NARRATIVES REPRESENTING TECHNOLOGIES OF THE 
SELF 
This section will be presented in two parts. Firstly, case studies of individuals and 
how they desire to transform themselves will be presented. To protect identity, these 
will be presented using metaphors based on city-citizen and shepherd-flock games 
within the umbrella metaphor of Modus Vivendi Court. Choice of metaphor for 
individuals will be based on their own personal emphasis. A focus on more 
professional/secular aspects will utilise the city-citizen metaphor, whereas a focus on 
more spiritual dimensions will utilise the shepherd-flock metaphor. Additionally, 
case studies will vary in detail and length depending on the levels of self disclosure 
by participants. Following these narratives, commentaries will be presented that will 
reflect framework 4 (see Appendix A). Secondly, from these case studies, more 
general themes on how individuals are constructing themselves in this specific 
context will be presented.  
6.7.1 Invitations on Self Formation 
This first narrative will be written in the third person to avoid the misconception that 
these invitations are the product of any particular individual. These descriptions have 
been based on participants‘ descriptions and have been triangulated with my own 
observations. This first narrative provides a broad context for looking at technologies 
of the self in terms of how the organisation invites teachers to construct themselves. 
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6.7.1.1 Narrative on Invitations on Self Formations 
Narrative – Holy invitations  
The city of Millstone is a religious city and as such has its own special identity. To 
achieve this identity and to function efficiently certain types of citizens are required. 
Thus the city makes it clear what type of citizens it seeks to have within its walls, it 
leaves no ambiguity to the answer to the question, what is a good citizen?  
 First, a good citizen is a servant of the city, viewing the good of the whole 
city above themselves. This attitude should be at the very heart of every citizen, 
where they see themselves as part of a flock, a family, a unified body under the chief 
shepherd, the city prince. Not only are citizens expected to be servants of the city, 
they are expected to be servants of the merchants who are seen as the ‗lifeblood‘ of 
the city, bringing in their young merchants and hence wealth to the city. Merchants 
have the right to request which courtier they would like looking after their young
1
, 
the right to say what they are unhappy about, and the right to be treated with the 
utmost respect and courtesy.  
 Citizens that work within the city of Millstone are expected to conceptualise 
what they do, not as a job, but as a special ministry. A ministry is something done 
with a higher purpose. Courtiers are like shepherds, entrusted with young merchants 
whom they must develop and nurture for the glory of God. More than that, ministers 
are thrifty and resourceful; able to get by with whatever they may have available at 
the time. If the need arises, ministers are willing to go ‗the extra mile‘, to do what is 
needed to keep the city growing and prosperous.
2
 
 Happy should be the citizens of Millstone, regardless of the circumstances. 
Good citizens are content citizens and do not complain about things they do not like. 
They have a desire to please those in authority over them, willingly submitting to 
them as a sheep submits to their shepherd knowing that their wellbeing, their food, 
water and protection will all be provisioned by the cities prince and chief shepherd.  
 Being a good citizen is all about two things: attitude and action. A good 
citizen has the right attitude, showing a willingness to embrace the city‘s 
expectations, obey its leaders, subscribe to its tenets and make it central to their 
identity. Having the right attitude is expected to be reflected in the actions of a 
citizen. Superior levels of diligence are expected to be the norm. As shepherds of the 
young, courtiers should go out of their way to give the best to their sheep, which in 
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turn will help the city to grow. Diligence should be displayed not only with care of 
the sheep but also with a willingness to be involved in the full life of the city as a 
whole.  
(Sourced from: Interviews, emails and observation field notes) 
 
Narrative notes 
1
 Several participants noted in interviews that parents had requested and been granted certain teachers. 
2
 These expectations are regularly conveyed during morning devotions, staff meetings and global 
emails. 
6.7.1.2 Commentary on Self Formations  
The above narrative looked at the key discursive formations of disciplinary power 
that relate to how teachers and staff in general are invited to construct themselves at 
Green Hills. This is important before looking at how individuals actually respond to 
these invitations (or internalise them) by providing this important social context. 
Although technologies of the self are ultimately an individual choice, they are 
influenced and of course interactive with the immediate context as well as the 
broader historical context.  
 Within the city metaphor, two other metaphors will be used; namely, city-
citizen and shepherd-flock. Based on invitations we see an interesting contrast 
between these metaphors. In the city-citizen metaphor, the individual citizens have 
fundamental rights under city law and the aim is to have responsible self governing 
citizens. In contrast, in the shepherd-flock metaphor, we see dimensions of 
disciplinary power in effect where sheep should submit to the shepherd. Naturally, 
the role of staff at Green Hills cannot be reduced to a single either/or decision, but 
contains aspects of both metaphors.   
 From the city-citizen perspective, responsible self governance is an important 
dimension at Green Hills. More than that, self governance is encouraged beyond 
action to a dispositional or attitudinal form of self governance. In other words, not 
only are staff expected to govern themselves responsibly, but also to conduct this self 
government with a certain disposition. Given this important aspect of self 
governance being very much present, one would also expect the dimension of 
individual rights to be also here. Instead, this notion of individual rights is very much 
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present, yet has been transferred from teachers to parents. Why would this be the 
case? The main reason is economics.  
In a traditional city, the wealth of the city is determined by the productivity 
and wealth of its citizens. Alternatively, in the school, its prosperity and success is 
determined by the parents and the children that they bring in. Even though much of 
the wealth is actually indirectly sourced through government grants, these numbers 
are essential for obtaining this funding. What this means is that keeping parents 
happy is essential for keeping numbers, hence the transference of rights from the 
teachers and other staff to the parents. 
Looking at the shepherd-flock metaphor, we see disciplinary power as an 
important tool in producing discursive formations of truth that aim to normalise 
certain behaviours and dispositions. In terms of the sacrifice of the shepherd, there 
are several dimensions here that need exploring. The idea of the teacher as shepherd 
sacrificing for students as their flock is very much present as indicated in the above 
narrative. However, if we classify teachers as the flock, then there is no shepherd 
who is willing to sacrifice for them. Instead, each sheep (staff member) is expected 
to make sacrifices for the good of the flock (the whole).  
Having outlined the invitations to self formation, we now turn to specific case 
studies indicating how participants have responded to these invitations of self 
formation.  
6.7.2 Case Study 1 – Betty  
Betty is a Head Teacher at Green Hills who has a wide range of responsibilities. 
Betty looks after several teaching staff in addition to teaching aides, all of whom deal 
with students that have special needs. 
6.7.2.1 Narrative on Case Study 1 
Narrative – Betty‟s struggle – sacrifice of the shepherd1 
As a shepherd, I see that I am on a mission; I have been placed in the city of 
Millstone for a desired purpose. Not only that, but all courtiers that become part of 
my flock have been divinely selected. I see that my vision and goals reflect that of 
my chief shepherd, Prince Paspalian, and this follows on to my flock of courtiers 
who share my goals and vision. So what is my goal? My number one goal is unity for 
my flock. That is, as one, they would be united in purpose, work as a team, pray for, 
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and support one another. All these aspects I seek to develop in myself and my flock.
2
 
As an example, I get my courtiers to work together in pairs so they are not alone, 
they have someone to share and plan with. Together as a team, as a united flock, I 
and my courtiers seek to help the young merchants to grow emotionally and 
spiritually, to develop important life skills.  
 Developing unity in my flock requires a lot of hard work. They all have 
different strengths and abilities, gifts and talents, but I am very careful not to put too 
much workload on members of my flock. This has created problems for me in that I 
have trouble delegating, seeing my courtiers as members of my flock, rather than 
shepherds in their own right. But, it is something that I need to overcome, to be able 
to delegate. I want to be a good shepherd, a light, an example; one that courtiers of 
my flock, young merchants of my flock and the merchants themselves look up to. 
This issue of not delegating is hindering me and making me in a sense ineffective. 
Rather than being decisive, I find that I am trying to take everyone into 
consideration. This means I am trying to take on too much, I have to make certain 
things like my own professional development less important. All this stems from a 
desire to show grace and compassion to all members of my flock.
3
  
 At the same time, members of my flock see me as wanting to do things 
properly, following the old adage, ‗if you want it done right, do it yourself.‘ This is 
something that I need to change. The influence of my faith has taught me that I 
cannot suppress the truth; ethics and caring for others are fundamentals of my faith. 
A problem is that I have relied on my own, rather than divine strength. Yet I am 
confident that I can change this area, that I can model balance to my shepherds. What 
I desire for and from them, I must first do myself. If I don‘t want my shepherds to be 
overworked in the care of their sheep, I must not overwork, and so must learn to trust 
others. 
 If I can change this area, it will mean a great deal. My relationships within the 
city of Millstone will improve as well as with those outside the city. It means I can 
let go and not carry the burden for everything as the Lord said ‗my yolk is easy and 
my burden is light.‘ (Matt 11:30, New International Version). A shepherd must to 
some degree carry the burdens for their flock, but only the divine shepherd is strong 
enough to carry all these burdens.     
(Sourced from: Interviews (Betty, 16
th
 March, 5
th
 May, 29
th
 May 2009)) 
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Narrative notes 
1
 This narrative is a metaphorical paraphrase of important dimensions (based on framework of 
technologies of the self) of Betty‘s interviews. 
2
 Unity and cohesion was an important priority that was repeatedly mentioned during all interviews. 
3
 A real sense of struggle was conveyed during interviews which stemmed from a concern about 
putting burdens on staff. This resulted in Betty carrying a large degree of the work which caused her 
anguish. 
6.7.2.2 Commentary on Case Study 1 
Betty‘s (16th March, 5th May, 29th May 2009) struggle is an interesting one and 
reflects a complex interaction between individual and context. In applying the 
framework of Dean (1999) we will look in turn at each of the four aspects. Before 
doing this, we must first comprehend the nature of Betty‘s struggle; it is an ethical 
one. On the one hand she is torn between being a good leader, not burdening others, 
but on the other hand she is struggling to survive under such an enormous workload 
that has even impacted her home life.  
 The first question is, what is Betty seeking to act upon? Although Betty is 
trying to change an action, namely, delegating more to her staff; she is seeking to act 
upon her own soul. Her soul represents her conflicts of wanting to hold on with one 
hand and yet let go with the other. In essence, her fundamental way of thinking must 
change; she must be firmer and set clearer guidelines. These actions must start with 
renewed thought processes.  
 Second, it needs to be determined how the soul is governed. For Betty, faith is 
an integral part of this process, including its associated disciplines such as prayer and 
practical support. Beyond this, practical disciplines such as time management will be 
required to govern and train the soul to be organised and effective. In conjunction 
with this, we see the importance of justification in the change process that is 
extrinsically based. Betty sees that she must change to be more effective, more 
effective as both a leader and a teacher. She sees that she must change for the good 
of others, to create a better team environment.  
 Thirdly, we look at who we are when we are governed. Betty sees herself as 
someone who is prone to weakness and mistakes just like everyone else. These 
weaknesses must be overcome through faith and practice. More than this, Betty sees 
herself as one who is subject to a greater vision and purpose, as one who must fit into 
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this purpose. As a leader, she sees that she must model this to her staff, she is one on 
whom greater expectations have been placed.  
 Finally, we must ask, why is Betty governed, what is her ultimate goal? This 
ultimate goal for Betty is a complex mix of both the practical and the spiritual. Betty 
wants to be a good example, a shining light as espoused by her faith. Also, one that 
has achieved the difficult goal of attaining unity amongst her staff. Yes Betty wants 
to survive, but more than this, her telos is very much related to nobility. Betty wants 
to be the noble teacher and leader and she is willing to sacrifice to achieve this. As 
encouraged by the culture of the school, Betty sees service and sacrifice as integral to 
nobility.   
6.7.3 Case Study 2 – Cody  
Cody is a new teacher to Green Hills having come from a different style of school 
overseas.  
6.7.3.1 Narrative on Case Study 2 
Narrative – Cody‟s motto – contribute and then lead1 
As a citizen in the city of Millstone, I believe that I have an important role to play 
knowing that the young merchants will also one day be citizens. Personally, I believe 
that being a courtier is a process of daily renewal and transformation, where these 
young merchants must be taught to succeed beyond the city of Millstone. Many of 
them don‘t realise but they are really very sheltered here. In the city that I came 
from, the culture was very different. Basics of survival such as food were often 
lacking, freedom of identity was more prevalent where the young could wear 
jewellery associated with their identity. Here in Millstone, that is not permitted, yet 
in my old city to question the wearing of jewellery would be considered offensive. In 
the city of Millstone, I am free to teach about my faith and beliefs that I was not 
permitted to do at my old city.
2
 
 In terms of change, I want to develop a greater sense of self-discipline and 
self-control. This means not just getting by, but teaching and developing the young 
better, gaining more satisfaction from my role. This will require a concerted effort to 
develop basic routines of sleep, setting goals and boundaries. There are several 
things that have influenced me. Firstly, a mentor who was very wise and was able to 
think and respond quickly. He was able to listen and understand others and was 
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appreciated by merchants in his city.
3
 My mentor was a real leader, a natural leader 
who refined and developed his gifts. Secondly, many nobles have said that I have a 
gift with people, a gift of leadership. I can relate to all types of people from many 
backgrounds. Both these influences have encouraged me to develop my leadership 
skills where I would one day like to be prince of a city. This journey has already 
started and I am taking on extra roles within the city to develop my leadership skills 
and it also helps others.  
(Sourced from: Interviews (Cody, 13
th
 May, 27
th
 May 2009)) 
 
Narrative notes 
1
 This narrative is a metaphorical paraphrase of important dimensions (based on framework of 
technologies of the self) of Cody‘s interviews. 
2
 Here a number of comparisons are made with a secular overseas school. 
3
 Cody stated, and it was evident in his tone and body language that this mentor had a profound 
influence on him.  
6.7.3.2 Commentary on Case Study 2 
Cody‘s (13th, 27th May 2009) conceptualisation of himself is more in line with that of 
a citizen where he has a dual focus on success and advancement both for his students 
and for himself. Cody‘s perspectives very much parallel perspectives in Greek 
philosophy. In answering the question of what Cody seeks to act upon, we need to 
look at several aspects. At one level, Cody seeks to act upon his body, to develop 
self-discipline as advocated by the stoics. Yet Cody seeks to go beyond this to seek a 
broader transformation, one of his whole character, where he can be trained for the 
challenges of leadership.  
Ambition seems to be an important driving force, having been mentored and 
influenced, like Socrates and his influence on Plato. Further, feedback on gifts and 
abilities with people and leadership has fuelled this desire for advancement. 
Therefore Cody‘s identity seems to embrace his talents and potential in conjunction 
with his future goals. In line with the Socratic model, Cody desires to be like his 
mentor, to be a leader. Servant hood is seen as a path to leadership ‗Whoever wants 
to be the most important must be last of all and servant of all‘ (Mark 9:35b New 
Century Version). Cody‘s ultimate goal is to realise his leadership ambitions and 
achieve his potential. 
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6.7.4 Case Study 3 – Bill  
Recall from the classification section under disciplinary power that Bill was been 
monitored and classified. Now it is time to look at Bill‘s perspectives in developing 
technologies of the self as a teacher. 
6.7.4.1 Narrative on Case Study 3 
Narrative – My second chance1 
Having a strong personal faith from a very young age has had a major impact on my 
role as a courtier, and more so as a shepherd and model to the young merchants that 
are part of my flock. One area that I have struggled with is dealing with wayward 
sheep and bringing them back into line. Fundamentally, I have always believed in 
developing strong relationships as the basis of my role, being caring and 
compassionate. Unfortunately, at my last city this caused difficulty; as I was unable 
to successfully bring back sheep that were wayward and straying, each going their 
own way. I found that strong relationships can mean problems in dealing with 
wayward sheep.
2
 
 Developing these young merchants‘ skills is important, but just as important 
is developing them spiritually as sheep. But this was hindered due to my weakness in 
dealing with wayward sheep. The city of Millstone has given me a second chance to 
develop these skills which I have by no means mastered, but at least I am well on the 
way. 
 My journey began with submission to God and the need to repent for my 
pride. What was I proud of? I had pride because I was never angry, thinking I was a 
master of self-control. But I realised that it was not that I was not angry, but that I 
had repressed my anger in an unhealthy way. I had to learn that not all anger is bad, 
there is a righteous anger. This means I should be angry at the sheep that stray and 
try and lead others astray. Slowly, I am getting better at communicating my anger to 
the sheep and bringing them back into the boundaries of the pastures so they do not 
hurt themselves or others. I feel encouraged when God intervenes and gives me the 
strength to change and develop. I want to teach in a way that honours Him [God] and 
be an example for the young merchants while gaining the balance between 
shepherding and developing relationships.
3
     
(Sourced from: Interviews (Bill, 18
th
 March, 15
th
 May 2009)) 
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Narrative notes 
1
 This narrative is a metaphorical paraphrase of important dimensions (based on framework of 
technologies of the self) of Bill‘s interviews. 
2
 Bill struggled with the balance of positive relationships with students and behaviour management. 
This was also a concern to executive staff at his previous school. 
3
 Note that Bill clearly conceptualised both the problem and solution in spiritual rather than 
professional terms.  
6.7.4.2 Commentary on Case Study 3 
Personally, I have felt Bill‘s (18th March, 15th May 2009) heartfelt honesty and 
struggles very touching. He has sought to transform an area that has caused him 
problems and involved a transfer to Green Hills. In essence, Bill wishes to transform 
his skills in behaviour management. What is most interesting is the question of how. 
In follow up interviews, I felt that in terms of support, Bill was given some 
‗guidance‘ in terms of not being too friendly with students. Nevertheless, extensive 
professional support, namely mentoring and support strategies were absent. Instead, 
Bill relied on a spiritual process of transformation, that is, submission to God, 
repenting of pride, and developing a righteous anger. So here we see a substitution of 
a spiritual transformation for what normally would be a professional intervention.  
 In terms of his deontology, Bill conceptualises himself as a servant, one that 
must submit to be spiritually transformed, rather than as a professional in need of 
support, training and development. Furthermore, this spiritual transformation seems 
to be a very personal and individual journey rather than a journey with a team that 
can support Bill. I was unaware if Bill knew he was being monitored and ethically I 
could not nor would I ask him. Yet Bill‘s commitment and dedication is most 
praiseworthy, both in developing himself in the teaching of his subject as well as 
seeking to transform an area of weakness. Ultimately Bill seeks to be a spiritual light, 
but first and foremost to teach his subject well. This presents a fascinating paradox 
where Bill‘s main goal is professional; to teach well and develop good rapport; yet 
his method of achieving this is through personal spiritual transformation. As a result 
Bill views his spirituality as a means of transformation to achieve his professional 
goals.  
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6.7.5 Case Study 4 – Kathy  
Kathy was chosen for inclusion as an interesting contrast to Bill. Thus Kathy‘s case 
will only be presented in brief to contrast important dimensions.  
6.7.5.1 Narrative on Case Study 4 
Narrative – My fellow courtiers1 
Having been in the city of Millstone for a few years now, I view my spirituality as an 
important part of who I am and how I see the young merchants. I see them as sheep 
in need of nurture and care. Sometimes though, I am not firm enough with the sheep 
that stray. One thing I would like to do is improve my shepherding skills through the 
help of the other courtiers.
2
 I want to learn strategies from them in many areas 
including guiding young sheep and managing sheep that have a tendency to stray. I 
want to be seen as a good courtier, a member of the city who expertly guides young 
merchants.  
(Sourced from: Interview (Kathy, 1
st
 June 2009)) 
 
Narrative notes 
1
 This narrative is a metaphorical paraphrase of important dimensions (based on framework of 
technologies of the self) of Kathy‘s interview. 
2
 Kathy‘s strategy for improvement was collaboration with her colleagues. 
6.7.5.2 Commentary on Case Study 4 
As stated, the main purpose of this case study is its comparison to the previous one 
on Bill. Kathy (1
st
 June 2009) presents an interesting contrast to Bill. Her goals are 
very similar, namely, to teach as well as possible. The length of her spiritual journey 
is very similar, and her weakness is also very similar, that is, behaviour management. 
What is very different though is the way in which Kathy conceptualises herself and 
the means in which Kathy seeks to transform herself. In contrast to Bill, Kathy 
conceptualises herself in more secular and professional terms; seeking to develop 
through effort, mentoring and advice from those more experienced, and developing 
strategies for behaviour management. All these techniques we would expect to see in 
teaching professionals. Hence, transformation is through professional means. Her 
spirituality is still very important as it defines both who she is and how she sees the 
world. Yet, spiritual techniques were not seen as tools for transformation in her 
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teaching, rather that was left to professional strategies such as collegiality and 
mentoring.  
6.7.6 Case Study 5 – Pam  
The following case study of Pam is perhaps the most detailed and insightful as it not 
only outlines how Pam proposes to transform herself, but also how she relates to the 
context in which she is placed. This includes many struggles and threats to her 
professionalism, which really bring to the fore her core values and technologies that 
define her. 
6.7.6.1 Narrative on Case Study 5 
Narrative – Struggling with city life1 
Though I was born in a foreign land, I was trained here in the native land and have 
been at the city of Millstone for several years now. I struggle with many aspects of 
city life that tend to undermine my value as a citizen in this city. Since I play an 
important role in looking after young merchants, I think it is only fair that I get the 
support and resources that I need to perform my duties. Let me give some examples. 
 When I am given a large group of young merchants with many of them 
having been identified as needing extra support in the sense that they cannot perform 
at the current level, it makes it difficult to function. On top of that, Prince Paspalian 
asked me to take an extra student, and of course you cannot say no to the Prince of 
the city. Though I was promised that a new citizen would be brought in to help, none 
have been available.
2
  
 Compounding this issue is the excessive influence of merchants over city life, 
which encroached on my rights as a citizen. During my first year, one of the 
merchants was very intrusive and started to take over the management of the young 
merchants under my care. This practice was not dissuaded by the prince and so other 
merchants got involved as well, making city life very difficult. Even one of the royal 
advisors who deals with difficult young merchants said that merchants should not be 
allowed to deal with matters that should be conducted by city nobles. After all, 
merchants entrust their young to the care of the city. Making matters worse, when 
merchants came to the city to check on the progress of their young, I found that I 
always had to defend myself and justify what I did.
3
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 The following year, I had another issue where I was misquoted by some of 
the young merchants and so was forced to defend myself to some of the merchants. 
Finally, however, I manage to gain the respect of merchants. This was very important 
as merchants can make requests to the Prince on which courtier they wish to take 
care of their young. I was also given a promotion to senior courtier. While it gave me 
no more privileges in the city, it did allow me to improve my status.   
 While this area improved, there are others that are still causing problems for 
me. One of the most difficult is not getting the support of other citizens within the 
city. City administrators have not been pleasant when I have tried to get resources for 
the young merchants. Moreover, when needing certain repairs done by the city 
workers, they would only hand me the tools and say that it was not their job. Not 
only that, I had to use the young merchants to help with moving within the city 
because the city workers did not see it as their role.
4
  
 Another issue that I find very difficult within the city is the incongruence 
between words and action. While I get some words of encouragement from some of 
the city officials, I do not get the help I need as a citizen and courtier within the city. 
Even from a shepherding point of view, what good is it if you say nice things to 
sheep but do not provide them with food, water, shelter or protection. In the same 
way, I feel that many of the basic needs of courtiers are being neglected. This flows 
on to our role in trying to shepherd the young merchants. We cannot properly 
provide for them if we are not given the resources and help we need. From all this, 
the obvious question arises, how do I survive? 
 My faith is an important anchor that has supported me for many, many years. 
Raising and developing young merchants to the glory of God; this I take as a very 
serious obligation. Overall, the city has a very good purpose and provides important 
opportunities for the citizens as a whole to have a positive influence on the young 
merchants and by extension even the older merchants themselves. All they need to 
do is slow things down; namely, the growth of the city, keeping it a sustainable rate. 
On top of that they need to look after all their citizens especially the courtiers.
5
  
 It is difficult for me as an individual citizen, or even for a group of citizens to 
change things within the city. Therefore, I must work within its parameters. We have 
been told on many occasions to see our work as ministry and that good courtiers can 
survive without many resources. We have even turned this into a joke. Yet I find that 
I am busy trying to please everyone. After all a good citizen is always happy no 
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matter what problems or challenges they may face. I do find it difficult, but I try to 
stay as positive as I possibly can.  
(Sourced from: Interviews (Pam, 19
th
 May, 25
th
 May 2009)) 
 
Narrative notes 
1
 This narrative is a metaphorical paraphrase of important dimensions (based on framework of 
technologies of the self) of Pam‘s interviews. 
2
 An extra teacher‘s aide was promised to compensate for the extra student but was not forthcoming. 
3
 Pam really conveyed a sense of struggle with this interference by a parent who tried to take over 
control of her classroom. 
4
 This is a good example of the teacher- administration divide mentioned by some participants. Pam 
complained about getting no help or assistance from administrative or general support staff. 
5
 Pam conveyed that the basic foundations of the school were good but the philosophy of seeking fast 
growth and the associated over valuing of parents were causing significant problems. 
 
6.7.6.2 Commentary on Case Study 5 
Pam‘s (19th, 25th May 2009) case is intriguing in a number of ways. First, it shows a 
very high level of awareness of what is actually going on in the school. Pam is able 
to relate critical experiences that have happened over the past several years. What is 
also interesting is Pam‘s very high level of resilience to keep going despite all these 
struggles. In particular, Pam described her first year as ‗very ugly‘ due to the 
interference of parents, yet she kept going. Underlying these struggles and setbacks, 
there was a determination by Pam to prove herself and her value to the school. This 
process took several years but finally resulted in better status and a better class of 
students.  
 Despite such deep seated unhappiness and struggles, Pam is acutely aware of 
how the system works and is careful not to ‗rock the boat‘. She stated, ‗If they don‟t 
like what a teacher is doing, they make that teacher‟s life difficult.‘ (19th May 2009) 
In other words, if you take on the system you will lose. This is congruent with 
comments from the executive about teachers being ‗pushed out‘ or made to ‗leave on 
their own‘. On the other hand, Pam also notes that ‗some teachers manipulate the 
system by gaining favour.‘ (25th May 2009). Without this option, Pam knows that she 
must ‗keep everyone happy‟ and ‗keep smiling‟ (25th May 2009). 
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 Insincerity is a fact that Pam is keenly aware of. She understands important 
discursive formations coming down from the hierarchy, ‗Teachers must see it as a 
ministry… remember you are doing it for God – we have been told on numerous 
occasions.‘ (25th May 2009). Regardless of the fact that Pam despises this 
incongruence between words and actions, she has a strong belief, an identity and 
commitment to ministry. In line with the school‘s basic philosophy, Pam does 
conceptualise herself as a minister and is strongly committed to this role; viewing it 
as a responsibility and obligation to God. Consequently, in spite of her struggles, 
Pam can conceptualise herself as one that submits to a higher purpose with an 
important cause and mission.  
 While this foundational commitment is a very powerful force that sustains 
Pam in the face of constant struggles, more is needed, especially at the everyday 
level. So what do you do if you are under-resourced and told that ‗a good teacher 
can teach under a tree?‘ (25th May 2009). Like Pam and her colleagues you can turn 
such sentiments into a joke. If they are short of classrooms or resources, someone 
will provide the obvious, yet humorous solution, ‗go and teach under a tree.‘ 
 Returning to a more serious note, Pam is deeply committed to the ideals of 
religious education despite all the pitfalls before her. She continues in her role having 
good immediate staff collegiality, while still having broader issues with some 
support staff. In essence, Pam has adopted a notion of sacrifice; where she is 
prepared to continue where there are many problems, lack of support, and lack of 
recognition. What this means is that the telos or goal of ministry and service is 
greater than the sum of these problems and is worth the sacrifice.  
6.7.7 Case Study 6 – Holly  
This final case study is very similar to the previous one on Pam and echoes similar 
sentiments. It is useful as a comparison study to reinforce how teachers construct 
themselves in an environment they view as essentially repressive. Holly‘s case study 
also focuses more on cohesion problems amongst staff. 
6.7.7.1 Narrative on Case Study 6 
Narrative – Problems in the court1 
What is Modus Vivendi Court like in the city of Millstone? It should be a place 
where courtiers can gather to support and encourage one another. However, there is 
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no united feeling here. I feel like I am working very long, hard hours as are others, 
while there are some courtiers who do very little. Unfortunately courtiers do not help 
each other with things that they need. I am sure even the Prince and the city officials 
are frustrated by some of the courtiers who do not do as they are asked. The attitude 
among courtiers with work around the city is this: ‗I don‘t care how the work gets 
done, as long as I don‘t have to do it.‘ 
 This attitude in the court comes from the fact that courtiers are not valued; 
they are not treated as valuable. Further, many courtiers are overworked and required 
to do jobs they are not trained to do.
 
In addition, we are often summoned to the court 
for late meetings with no notice when we had previous plans outside the city. As a 
result of this attitude, this culture, several courtiers that I know want to leave the city. 
Each year there is a high turnover of courtiers with new ones each year. What makes 
matter worse is that in the court, courtiers do not have a voice.
3 
We have had 
gatherings where we needed to write our thoughts on official scrolls. From that point 
though, there is no feedback or response to the courtiers; it‘s as if our scrolls had 
been burned.
2
 We need an audience at the court without fear of retribution or 
banishment.  
 Another factor causing dissent in the court is that some courtiers seem to get 
special favours and resources while others get very little. If you don‘t ask the city 
officials, you don‘t get. But even when you do ask, you don‘t always get; sometimes 
you get promises that will come tomorrow. But tomorrow never comes, after all, it‘s 
always a day away, holding the illusion of hope without its realisation. Part of the 
problem I think stems from the overemphasis of the city on wealth and growth. I 
came from another city that was smaller, yet offered much more. Overall, the sad 
thing is I really loved the city of Millstone when it was small; it was like a family, 
even though it was hard work.
4
  
 The reason I stay in the city is for God and my role as a shepherd of the 
young merchants who I love. In fact, there are merchants who have said to me that 
they would pull their young merchants out of the city if it had not been for the care 
that the courtiers (as shepherds) had showed. Many of the courtiers are good and 
faithful shepherds who care deeply for the young merchants under their watch. 
However, courtiers like all citizens are not perfect. Even so, I continue, not for 
money but because this is what I believe in. We must also realise that when you do 
God‘s work and build His city and His kingdom then the enemy starts to undermine 
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that work and attack. This is how it has been for thousands of years, and no doubt 
will continue to be.  
(Sourced from: Interviews (Holly, 13
th
 May, 27
th
 May 2009)) 
 
Narrative notes 
1
 This narrative is a metaphorical paraphrase of important dimensions (based on framework of 
technologies of the self) of Holly‘s interviews. 
2
 The reference here is in relation to staff meetings where staff have been asked to input their ideas. 
3
 In reference to her earlier statements, Holly directs the cause of staff disengagement and disunity to 
the culture of the school.  
4
 Like Pam, Holly agrees that the foundations are good but the desire for sharp growth has caused 
many problems. 
6.7.7.2 Commentary on Case Study 6 
This lack of staff cohesion outlined by Holly (13
th
, 27
th
 May 2009) is viewed as 
symptomatic of a broader issue, a systemic issue that includes lack of recognition 
and excessive workload. Indirectly, it seems like Holly is indicating that this lack of 
cohesion and unity is not so much because courtiers are stingy and selfish, rather it is 
a survival mechanism. Equally important, in terms of external influences, the main 
one is what Holly deems the actions of the enemy. Hence underlying the happenings 
within the school is a war where the ‗enemy‘ [devil] attacks and undermines the 
work being done. Holly, as a faithful soldier is able to stand her ground because she 
has strongly internalised the values of this work.  
 In contrast to Pam who sees this work as an obligation, Holly sees it as a 
passion; something that she enjoys doing because it is contributing and building a 
bigger cause and a greater kingdom. In fact, the attacks of the enemy, the oppression 
and undermining are an important sign; it is symbolic that something of greater 
spiritual significance is being built, something that threatens the enemy. These 
attacks reinforce and strengthen Holly‘s telos, or her goal of building something 
greater. Conjoined with this, is the belief that this kingdom building can be done 
despite the lack of support and problems within the school. Positive feedback from 
parents sourcing teachers as the sole reason that children are being kept there, gives 
Holly hope.  
 Examining deontology, Holly constructs herself as a spiritual being with a 
higher purpose and an important goal. Moreover, Holly is in a war, a spiritual battle 
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of eternal significance. Similar to Pam, Holly does not try to fight against the system, 
even though she is well aware of its faults. Holly‘s ascetics are continual, faithful 
service to the kids that she loves, embracing a quiet knowing that what she is doing 
has an important significance.  
 In sum, Holly‘s identity is firmly connected to her work and the sense of 
purpose that she gets from it. Such identity seems to be strong in getting Holly 
through the difficulties she faces. Besides this, Holly is firm and persistent in trying 
to get the best for her students.  
6.8 GENERAL THEMES ON TECHNOLOGIES OF SELF 
This section looks at general themes arising from these case studies and other 
interviews not presented here. Of particular interest is the relationship between the 
ways staff are invited to construct themselves and how they actually do this. 
First, staff are invited and expected to have a strong ethic of care towards 
students. Such expectation is not difficult at all for staff; in fact it is natural and 
viewed as an automatic extension of their faith. Nonetheless, such an ethic of care 
has created problems for some staff with behaviour management. Correcting students 
is seen by some staff as contrary to caring for students, thus creating problems. Most 
staff however seem to have been able to strike an adequate balance.  
Secondly, staff have been invited through mechanisms of disciplinary power 
to construct themselves as servants. Clearly this has been internalised by staff but in 
various ways. Below is a summary of how servant hood has been conceptualised by 
each case study participant: 
 Betty – servant hood and sacrifice as the path to nobility. 
 Cody – servant hood as the path for advancement and leadership. 
 Bill – servant hood as a second chance, a chance for change and 
transformation. 
 Kathy – servant hood as a means to gain help and expertise from 
others. 
 Pam – servant hood as a means of meeting Godly responsibility of 
nurturing children. 
 Holly – servant hood as a means of achieving purpose as well as 
waging spiritual warfare.  
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In essence, all have embraced to some degree the ascetics of servant hood as an 
exercise in transformation to achieve various goals. What is interesting is the 
embracing of servant hood despite awareness of being undervalued or unappreciated. 
In many cases, servant hood stemmed from a deeper underlying religious purpose. 
Notwithstanding, this embracing of servant hood in what is perceived as an 
oppressive environment has a negative side effect; namely, a fracturing, a discontent 
that will be explored in the next chapter.  
 It is difficult to generalise the telos or ultimate goal of staff, nevertheless, 
there are two fundamental dimensions: professional and spiritual. The professional 
dimension sees staff wanting to be the best teacher possible, whereas the spiritual 
dimension focuses on responsibility before God. However, in most cases there is 
often an important overlap here, where staff want to do the best job possible in order 
to fulfil their responsibility of service and commitment to God. One final important 
point is that the power of this telos cannot be underestimated given the difficulties 
that staff reportedly faced. 
6.9 PASTORAL POWER AS A MODEL OF GOVERNMENTALITY 
Pastoral power has been strategically placed following on from technologies of the 
self. After all, one of the key objects of pastoral power is the ‗confession‘ through 
which the self is constituted (Edwards, 1997). This section will focus on a key 
practice of pastoral power present at Green Hills, that is, self appraisal. Edwards 
(1997) suggests that self appraisal is a form of pastoral power with the aim of 
internalising specific discursive formations and practices.  
6.9.1 Exhibit Representing Pastoral Power 
Exhibit A – Confessions of action 
I will invest in my Christian growth under the leadership of Christ 
I will contribute to whole school events 
I will pray for each student 
I will cater for individual learning styles 
I will apply Christian World View in my planning 
I will seek constructive feedback   
I will design tasks of high intellectual challenge and quality 
(Self Appraisal Framework Document, 2009)  
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Exhibit B – The examination 
Explain in your own words the College‘s Mission Statement and your passion for it 
Explain how you are maintaining your personal relationship with the Lord 
Explain how you positively influence the team 
Explain the steps you would take in dealing with an angry client 
What extra tasks/duties do you plan to do this year? 
Do you attend devotions? 
Do you dress in corporate wardrobe? 
(The Appraisal Booklet, 2008)  
 
Exhibit C – Confessions of disposition and conduct 
I understand and work towards the mission statement of the College 
I dress and present myself in a manner appropriate to my role and in accordance with 
school policy 
I do not speak detrimentally of the school or in a manner likely to harm its testimony 
or reputation. Nor do I engage in gossip. 
I pray regularly for the ministry of the school, for my students, about my teaching 
task. 
I am enthusiastic about my Christian life and Christian service. 
I welcome criticism, accepting it in good grace even when it is ill-founded. 
I meet everyday stress with objectivity and optimism. 
I model and encourage a Biblically submissive attitude to authority 
(The Appraisal Booklet, 2008) 
6.9.2 Commentary on Pastoral Power 
Presented above are three exhibits presenting the ‗confessional‘ of self-appraisal or 
self reflection (Edwards & Usher, 2000). Exhibit A is a sample of some of the 
‗confessions‘ in a newly introduced self-appraisal for the junior school that was 
adapted from another religious school. Teachers had to ‗confess‘ from 1 to 5 how 
well they acted on these. This appraisal form included many other aspects focussing 
on teaching and learning. While this form was introduced by the head of junior 
school as a means of personal reflection, a member of the executive wanted to use 
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the form as another mechanism of pastoral power (Observation Field Note, 19
th
 May 
2009).  
 What do I mean by another mechanism? Exhibits B and C represent sections 
adapted from the formal appraisal booklet which staff are generally asked to 
complete twice a year. Exhibit B represents some of the examination sections of the 
booklet, which test how well staff have internalised key aspects such as faith, service 
and of course dealing with parents. Many of these aspects require written responses, 
or a written ‗confession‘ rather than just a tick or numbered response. Exhibit C is 
very interesting as its focus is not on teaching and learning or actions; rather it is on 
dispositions, attitudes and conduct. Such aspects are very much internal and as a 
consequence are very difficult to measure using psychometric or classification 
instruments. Foucault (1982a) makes it clear that one of the key aspects of pastoral 
power comes from an inner knowing; getting others to reveal what is inside.  
 In sum, performance appraisal is a tool, a mechanism designed to more 
closely align employee‘s goals and values with that of the organisation through a 
process of confession (Edwards & Usher, 2000). As such, it is an important 
mechanism of pastoral power that works through seduction and confession rather 
than repression (Edwards, 1997). It provides clear insight into what the school 
wishes to be internalised, it provides at least a part of the answer to the question: 
What is a good teacher? Teachers must compare themselves against this ideal 
standard to reflect on areas of weakness and develop change. Otherwise stated, the 
institution is saying to the teacher, ‗this is how I want you to construct yourself and 
transform yourself so you become like this.‘ Metaphorically it provides a mirror for 
self examination that helps to induce internal changes.  
6.10 CONCLUSIONS 
Having outlined the key techniques of disciplinary power and the technologies of the 
self, in a timely fashion we will progress to see how these two interact. Reflecting on 
this chapter, strategies of disciplinary power have been shown to be very potent and 
influential on the way staff construct themselves as individuals. Yet many important 
issues are still yet to be explored including strategies of resistance and 
accommodation in the complex interrelationships between disciplinary power and 
technologies of the self. This is where we turn to the next chapter that explores these 
aspects in another creative way, through an art gallery using ethno-symbology.  
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Chapter 7 
Museum Tour Part III: Art Gallery 
(Analysis of governmentality) 
 
7.0 INTRODUCTION 
Having outlined ethno-symbology in chapter 4, the present chapter will apply this 
method to the concept of governmentality. Governmentality will examine, among 
other concepts, the interaction between disciplinary power and technologies of the 
self that include notions of agency and resistance. Presentation of this chapter will 
utilise a gallery of collages that develop symbolic co-creations between myself as 
participant/researcher/confidant/therapist and other participants. Each collage will be 
explained in detail using both participants‘ insights as well as my own to form 
symbolic co-creations. All participant quotes are from teachers unless specified 
otherwise since 42 of the 50 participants followed up were teachers. Since many 
participants chose more than one image, follow up interviews focussed on two or 
three primary images. Due to the large number of participants and images, 
participants who chose several images were asked to identify those that they most 
related to.  
 Prior to outlining participant interpretations of images, it is important to point 
out that images and interpretations are skewed toward the negative. Participant 
struggles outlined during interviews and how they represented those struggles were 
an important source for creating drawings. Furthermore, although a large number of 
‗positive‘ images were created, many of these were interpreted in a negative light. It 
was clear that most participants shared a high degree of frustration with the 
governmentality of the school, nonetheless, the strength of frustration varied. Despite 
this, there were still many positives mentioned but these were a minor focus of 
participants.  
7.1 ORGANISATIONAL METAPHORS 
Following along the lines of G. Morgan (2006) who created many images or 
metaphors of organisations, the following sub sections present the dominant cultural 
metaphors expressed by participants that reflect systems of governmentality present. 
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Participants‘ views dominantly consisted of a form of expressionism that will be 
supplemented by a more analytic analysis using frameworks of governmentality. 
Otherwise stated, these initial organisational metaphors are more symptomatic or 
contextual, forming the foundations for further analysis. 
7.1.1 Organisation as Hell 
 
Figure 7.1 - Collage presenting organisation as hell 
During interviews, several participants disclosed this metaphor of being in a living 
hell. This inspired the creation of these two images which have a deliberate contrast. 
The first puts the participant within the fires of hell, whereas the second is 
representative of the fires of hell with some abstractions to allow participants to add 
details which they saw as pertinent.  
7.1.1.1 Participants’ Views 
Five participants (10%) chose these images as one of the primary ones that they 
identified with. Beginning with the image on the left, participants expressed the 
following: 
This represents the fires of hell and a lot of it. 
(Kelly, 11
th
 June 2009) 
Teachers are in torment here. 
(Kayo, 9
th
 June 2009) 
I don‟t want to be here because of this place. 
(Janice, 23
rd
 June 2009) 
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This is like hell, but at least I know what I am in for. 
(Ben, 11
th
 June 2009) 
These comments all put the teacher within these fires of hell, thus conveying a 
situatedness of the participant. The last comment is particularly interesting and 
conveys a knowing expectation of what life is like within the organisation. Turning 
to the second image, one participant stated: 
It‟s like a volcano, showing the flames of hell 
(James, 17
th
 June 2009) 
Given this comment, I wanted to explore further this link between volcano and hell. 
In particular, the notion of the volcano; had it already exploded or was it about to 
explode? The reply was, ‗Things are already very hot around here, if they don‟t get 
better then I think things could explode.‟ (James, 17th June 2009). This comment 
links very closely to the next section on storms. 
7.1.1.2 Further Analysis 
Not only is this metaphor of hell very strong, it is also very significant. It presents the 
very antithesis of what the school is supposed to represent; namely, light, hope, 
peace and love. The School‘s Strategic Plan document (2008-2010) opens with the 
core aim of providing a ‗compassionate‘ environment. While it should be a mirror of 
heaven, several participants describe it as an earthly hell. The important question is 
of course how did such strong discursive symbology emerge? This question will be 
answered gradually through subsequent sections within this chapter. Nevertheless, a 
brief overview is useful here. As analysed in the previous chapter, many discursive 
formations are designed to normalise a particular form of behaviour, to cultivate an 
intense work ethic which has left many staff members feeling overwhelmed and 
burnt out. Compounding this is the reality that many do not feel heard or considered.  
 Another important dimension to this metaphor correlates to the relationship 
between expectations and reality. Once again, this will be explored in more detail 
shortly, nonetheless, many participants expressed that a religious school should be 
better than this. Such a collision between expectation and reality is an important 
construct that will repeatedly emerge throughout this chapter. In other words, there is 
a deep contrast between how governmentality is conducted and how it should be 
conducted.  
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 To begin this discursive comparison, a good place to start is with a spiritual 
discursive comparison. From the school‘s perspective, strong discursive formations 
of the truth of service and obedience are presented. For example, the following are 
expectations from the School‘s Statement of Philosophy and Aims of the College 
Document (2008) towards its staff members: 
Staff need to be [people] who are [among other things]: 
 
-Service oriented, willing to personalise/own and build the reputation/brand 
name of the College. 
-Fruitful, efficiency minded, good stewards of College time/money/assets. 
Such truths are similar to the famous catholic edicts of poverty, chastity and 
obedience. While the school itself is not catholic, it does: adopt obedience to the 
school‘s truth and doctrines; chastity in the sense of morality of sexual relations; and 
poverty in the sense of making financial sacrifice (accept lower pay) for the greater 
good of the school and by extension God‘s kingdom. The intriguing fact is that 
teaching staff (in general, not exclusively) have more difficulty compared to support 
and administration staff. While this could relate in part to the professional status of 
teachers and teaching, which will be explored later; another important facet is that of 
church influence on religious ideals.  
 Based on participants‘ interview responses, administration staff who attended 
the onsite church had less difficulty in working within the systems of 
governmentality than those who did not. A large number of teaching staff attended a 
local Pentecostal church and herein lays the clash of rationalities. A documentary 
analysis of this church reveals a support for the prosperity gospel. In contrast to a 
discourse of lack and sacrifice, the prosperity gospel promotes that we should be 
prosperous and blessed. Audio sermons available from the church web site such as 
‗The best is yet to come‘, ‗Investment opportunities‘, ‗How to get the blessing of 
God‘ and ‗Time to Possess Our Prophesied Possessions‘ all promote the availability 
and right of individual blessing (Church Website, 2009). Listening to these sermons 
reveals a strong support for the prosperity gospel and a positive expectation that good 
things should come to God‘s people. Examining the church‘s online bookstore also 
reveals a large range of material on the prosperity gospel.  
Even looking for books on servant, sacrifice and leadership on the church‘s 
website revealed that these characteristics were those that come from within, 
willingly given, not as something forced on from others. Moreover, leadership is 
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service to others and a good leader is one that appreciates and values those under 
him. In essence then, we have a collision of rationalities. On the one hand, at the 
school, systems of disciplinary power are imposed on staff to ensure service and 
sacrifice, with staff constantly reminded about what they should be doing. As a result 
they feel overworked, not listened to and unappreciated. On the other hand, the 
discourse coming from their church is that governmentality is one of blessing and 
prosperity, where the individual can move forward with success and achieve not only 
material prosperity but prosperity in every area including health and happiness.  
Given this context, it is not surprising that teachers view the school as hell, a 
system running contrary to their Sunday morning discursive notions of truth. Even 
so, this is only part of the picture; several more important aspects need to be looked 
at to complete this complex picture. The next related metaphor is that of the 
organisation as a storm.  
7.1.2 Organisation as a Storm 
 
Figure 7.2 - Organisation as a storm 
Metaphorically, the organisation as a storm is similar in many ways to the previous 
one of the organisation as hell, yet there is a reduction in intensity. This is a more 
moderate metaphor that nonetheless represents similar sentiments to the one above.  
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7.1.2.1 Participants’ Views 
Two more participants (4%) chose this metaphor of a storm. The image on the left 
represented a thunderstorm as one participant explains: 
Looks like a thunderstorm. That‟s what it‟s like here-like something is over us 
causing chaos and confusion. 
(Jim, 19
th
 June 2009) 
During interviews, no participants mentioned the idea of a storm, although they did 
represent elements of a storm such as darkness, confusion, disarray and chaos. Such 
characteristics are very much present in the second image that represented a tornado: 
This image to me is a tornado, we are all swept up in the high winds that 
blow. 
(Bianca, 23
rd
 June 2009)  
Consequently both these images, while representing different specific types of 
storms, both capture this essence of chaos within the organisation. While neither of 
these images were originally drawn to represent either a thunderstorm or a tornado, 
both were created to capture a sense of disturbance or chaos which these participants 
clearly identified with. In principle, both these participants conveyed the antithesis of 
serenity and calm, both conveying their metaphors with a sense of unease.  
7.1.2.2 Further Analysis 
Storm metaphors convey the sense that the practices of governmentality within the 
school do not lead to a sense of peace or calm. Another facet of the storm is the sense 
that it is outside one‘s control. Truth formation is a key element that many 
participants indicated, albeit indirectly, that is outside their control. Especially with 
relation to the lack of voice that staff within the school had. In addition, a storm also 
represents a property of surprise, that is, one is caught in a storm rather than making 
an active choice of walking into a storm. Once again we see here a reflection of this 
idea of expectations verses reality, where participants expecting one thing were 
instead caught up in the storm of reality with all its associated characteristics 
enshrouding confusion, fear, panic, doubt, uncertainty, anxiety and so forth.  
An example of a practice that led to these feelings is that of the sudden notice 
of after school meetings. Like an unexpected storm, many participants conveyed 
their anxiety about being asked to stay behind for meetings that afternoon when they 
had already made plans. This social practice reflects an important discursive truth 
conveyed to all staff, that is, you must always be prepared and ready to serve, ready 
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to go the extra mile regardless of the notice or circumstances. As a fundamental 
rationality of governmentality within the school, this truth acts like the pre storm cell, 
harbouring the potential to form a storm at a moment‘s notice that generates 
emotions of anxiety and unease in the short term as well as pain, despair and 
hopelessness in the long term.  
Given this, the question arises, how deliberate or tactical is this outcome of 
anxiety and unease? While the truth formation is without doubt deliberate, what 
about its outcome? On inspection of emails and other school documents, it is clear 
that anxiety and despair are not intended outcomes by any means, nevertheless, 
social practices and discursive formations are designed to create a sense of unease in 
order to avoid the evils of complacency. Examples include emails that emphasise the 
value of parents at the expense of staff; high expectations and workload that 
discourages inactivity and excessive (some may even say moderate) socialisation; the 
sense of always being under the gaze of an examiner and the truth that the good of 
the whole is more important than that of the individual. All of these practices and 
discursive formations seem to be designed to create an attitude of readiness or 
watchfulness like the parable of the ten virgins in Matthew 25: 1-13. Staff are 
encouraged to be prepared, diligent and watchful like the wise virgins, not 
unprepared and lazy like the foolish virgins: 
The Parable of the Ten Virgins  
 
1
"At that time the kingdom of heaven will be like ten virgins who took their 
lamps and went out to meet the bridegroom. 
2
Five of them were foolish and 
five were wise. 
3
The foolish ones took their lamps but did not take any oil 
with them. 
4
The wise, however, took oil in jars along with their lamps. 
5
The 
bridegroom was a long time in coming, and they all became drowsy and fell 
asleep.  
 
6
"At midnight the cry rang out: 'Here's the bridegroom! Come out to meet 
him!'  
 
7
"Then all the virgins woke up and trimmed their lamps. 
8
The foolish ones 
said to the wise, 'Give us some of your oil; our lamps are going out.'  
 
9
" 'No,' they replied, 'there may not be enough for both us and you. Instead, 
go to those who sell oil and buy some for yourselves.'  
 
10
"But while they were on their way to buy the oil, the bridegroom arrived. 
The virgins who were ready went in with him to the wedding banquet. And 
the door was shut.  
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11
"Later the others also came. 'Sir! Sir!' they said. 'Open the door for us!'  
 
12
"But he replied, 'I tell you the truth, I don't know you.'  
 
13
"Therefore keep watch, because you do not know the day or the hour. 
Matthew 25: 1-13 (New International Version) 
 
This parable has been reproduced here because it conveys so well, not only an 
important discursive truth, but key attributes that govern both truth formation and 
social practices, namely, diligence, service and readiness. It also conveys the strong 
element of exclusion within disciplinary power for those who do not display due 
diligence.  
7.1.3 Organisation as a Maze 
 
Figure 7.3 - Collage presenting organisation as a maze 
Akin to the storm metaphor, the maze metaphor also conveys a sense of unease. All 
the same, it captures much better a sense of obscurity, particularly in terms of 
direction. Entwined with this stem, is a duality that embodies both the individual and 
the organisation as a whole. Otherwise stated, the lack of clear direction within the 
organisation also affects the individual. The maze was my concept based on issues of 
confusion and lack of direction raised by many participants during the interviews. I 
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was very encouraged that many participants identified with my representation of 
their expressions.  
7.1.3.1 Participants’ Views 
The maze was quite a popular choice for participants. Approximately twenty 
participants (40%) chose the maze. To try and gauge the extent and strength with 
which participants identified with the idea of a maze, I drew a less complex maze 
(left on the collage) and a more extensive maze (right on the collage). Examining 
responses from eight participants who were followed up on this image (since they 
ranked it in their top three), all but one chose the more complex maze on the right 
perhaps reflecting a greater intensity of their identification with this metaphor. 
Participants put forward a range of views that were still bound with common themes: 
I never know if what I am doing is right – I feel like I am wondering around 
lost. 
(Kate, 11
th
 June 2009) 
Maze – no way out (chose left image) 
(Olga, 3
rd
 June 2009)  
There is a maze of problems at this school. 
(Xavier, 17
th
 June 2009) 
I can identify with this maze - I don‟t know which way to turn. 
(Pam, 19
th
 June 2009) 
In this maze I can‟t be my true self, I‟m trapped. 
(Holly, 15
th
 June 2009) 
This is my maze of struggle – have to do what they want me to say and do. 
(Helen, 23
rd
 June 2009) 
That‟s what it‟s like at the school – wrong way, go back – full of dead ends. 
(Nathan, 23
rd
 June 2009) 
The maze – it‟s a path, I stick to and follow the outside black line – so many 
twists and turns – leads to dead ends. You have to go places in the maze to 
get the job done – you think you are going in the right direction, doing the 
right thing, but it‟s not right at all, you have to turn around….So many dead 
ends – I like having a plan and sticking to it. I like being logical and ordered, 
this gives me a sense of comfort – but even in logic you can end up in dead 
end after dead end.   
(Cody, 15
th
 June 2009) 
Based on participants‘ comments, several themes emerged. First is the idea of being 
constrained or trapped, which of itself is a major theme that will be also explored in 
more detail later in this chapter. Phrases like: ‗I‟m trapped‟, ‗no way out‟, ‗full of 
dead ends‘, ‗lost‘, all capture this sense of being confined in this organisation. Here 
we see that participants are feeling and sensing aspects of disciplinary power even 
though they may be unaware of what it is or how its mechanisms work. Also 
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captured is a sense of ambiguity that participants expressed in phrases like: ‗I never 
know if what I am doing is right‘, ‗I don‟t know which way to turn‟, ‗you think 
you‟re going in the right direction‘, all indicate a sense of uncertainty, the lack of a 
clear objective.   
 Finally, we have clear evidence of participants sensing normalising 
behavioural sanctions with phrases like: ‗I can‟t be my true self‟, ‗have to do what 
they want me to say and do‘. The final participant‘s comments are most insightful, 
especially the aspect where: ‗you have to go places in the maze to get the job done‟. 
In other words, you have to keep moving in the maze despite the continual twists, 
turns, changes of direction and dead ends.  
7.1.3.2 Further Analysis 
The maze metaphor has important implications for governmentality. It supports the 
emerging feeling that participants within the organisation are under forms of 
disciplinary power aimed at normalising behaviour. These include social practices 
such as morning devotions combined with discursive formations that promote the 
servant heart disposition. Combined, these form the framework in which participants 
must work as professionals. However, we also see a lack of specificity, a lack of 
feedback when it comes to serve and obey. Put differently, staff understand that they 
need to work hard and be diligent in all their teaching duties, but the question is 
how? Apart from staying long hours, staff want answers to the question, how will I 
know that I am doing a good job? Here we have an apparent paradox. On the one 
hand, we have a visibility that seeks to ensure diligence and effort. Yet on the other 
hand we have a veiling, an obscuring of the visibility of details. Most notable of 
these details was pedagogy. What is good pedagogy? How should one teach? How 
do we address problems of resource shortages? The answers to these questions were 
conspicuously absent with very little documented information available on pedagogy 
or discursive recommendations present. 
 Granted that at first glance this may seem like a paradox, in concert this 
visibility and veil form an important rationality. Visibility shines like a spotlight 
illuminating disposition and personal attributes of staff as discussed in the previous 
chapter on disciplinary power. Within the maze, staff are expected to be industrious, 
to continually be moving, bustling about, like worker bees in their hive or ants in 
their nest. At the same time, there is no feedback, no reinforcement on how staff are 
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performing. There is no acknowledgement of their efforts or actions. Furthermore, 
there is a veiling when it comes to what is happening at the ground level. Discourses 
from above say ‗a good teacher can teach under a tree‘, yet there is concealment, 
short-sightedness and even complete blindness when it comes to dealing with 
resource shortages. Naturally, the question arises, how could such a situation 
develop? 
 The answer to such a question is complex and multifaceted; nevertheless, 
there are fundamental contributors. First are the social practices of communication. 
Communication to staff within the school was very much one sided, both spiritually 
and professionally. In morning devotions, although staff could share on Wednesday 
mornings, the tone was set for the week on Monday morning when the principal, or 
on rare occasions an executive staff member, delivered the sermon, the spiritual 
discourse of truth for the week. Additionally, the primary communication mechanism 
was emails from the principal which consisted of a series of directives such as 
making greater effort to keep the playground clean, and how to be more involved in 
certain activities. These emails were at times more than once a day and quite detailed 
in content. Resembling being in a maze, staff are given continual directions, turn 
right and walk three paces then turn left and head this way. A sample email is 
presented below: 
Dear Staffmembers 
…We have some really good students, some very professional teachers and 
some great learning experiences happening – and we need to have our 
community hearing about and talking about these rather than about negative 
things as some are inclined to do. 
 
Now I am going to be a bit negative myself: 
 
1. Teachers – please be punctual in arriving at lessons. There are instances 
currently of students being pulled up and questioned as to why they haven‟t 
gone to class yet. The attitude is sometimes: “Well, it doesn‟t matter. Mr/Mrs 
________ is usually late”. Problems often happen while students are waiting 
at rooms unsupervised due to the teacher being late. 
 
2. Please wear your hat when on PG [playground] duty. If you read my bit in 
this weeks [Green Hills] Diary about hats you will know that we want to 
build a strong culture of hat wearing. 
 
3. I repeat the request (?? It was really intended as a directive) I have made 
on several previous occasions for staff to speak only in English when at 
school. Staff colleagues and parents find this discourteous and divisive. 
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4. Litter in the playground remains a problem and we need more help from 
teachers on duty – who should be leaving their area tidy at the end of their 
tour of duty. 
… 
John Bates 
(John, email, 28
th
 May 2009)  
 
Accordingly, staff feel lost and confused in the sense of having few avenues in which 
to respond as well as no clear destination. Admittedly, at this stage one may point the 
finger at an inadequate leadership style; yet this is far too simplistic and fails to 
account for broader contextual variables.   
Secondly, there is the role of parents as a major influence leading to this 
maze-like state. Discursive truth and social practices within the school place parents 
as the ‗lifeblood of the school‘, and as paying customers, keeping them happy is a 
number one priority. Inspection of many emails such as the one above seem to 
indicate that many directives are not so much based on the wishes of the principal 
(John), but more so as a response to issues raised by parents. As an example, the 
issue of keeping the playground clean arose not because it was messy, but because it 
was messy when showing new parents (potential customers) around the school, 
therefore creating an embarrassing situation: 
I had to show around three mums – all sisters – who are [elite private school] 
parents yesterday. I was very embarrassed to find the eating areas very 
messy. 
(John, email, 18
th
 March 2009) 
 Thirdly, there is the influence of the consulting company CSN which not only 
provides financial services but also advices the school on strategies of 
governmentality based on its successes with other schools. Documentary research 
reveals that low fees are a fundamental tenet of CSN schools: 
The fees are moderate, and generous family concessions are in place for 
those with more than one child at the school. In circumstances of financial 
hardship, families may choose to apply for a hardship concession.  
(River Springs College Website, 2009) 
I would like to introduce the College to you and recommend it as an 
attractive affordable schooling option for families. 
(Pioneer Outreach College Website, 2009) 
 
Interviews with participants who had been to ‗sister schools‘ also confirmed the 
commitment to low fees as well as the idea of keeping parents happy (Bill, 5
th
 May 
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2009; Felicity, 24
th
 May 2009). In other words these tenets were present in these 
‗sister schools‘ and not just unique to Green Hills.  
Finally, there are the financial constraints faced by the school that contribute 
to this maze like condition. Its market strategy was not to compete with the more 
expensive private schools; rather to provide a cheaper option and rely more heavily 
on government grants. By implication, lower income means lower pay for staff and 
less resources, both of which were very much evident within the school. In turn, this 
creates greater pressure (workload) and expectation on staff where they feel they are 
getting nowhere (in a maze). 
 In sum, this maze like culture with symptoms of staff confusion and struggle 
are the result of a complex mix of factors. These include practices of one sided 
communication, lack of feedback to staff, ambiguity of direction and normalisation 
of behaviour. Moreover, the practice of responsiveness to parents, discursive value of 
parents as customers, and low fees, all espoused by consulting company CSN add to 
this situation. Here we see evidence of governmentality that extends beyond, and 
hence cannot be reduced simply to the leadership style of the principal. At the same 
time, the influence and role of leadership cannot be understated even though it is 
outside the parameters of this study; concurrently, it should not be seen as all 
embracing.  
7.1.4 Organisation as Disorganised Mess 
 
Figure 7.4 - Collage presenting organisation as disorganised mess 
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This metaphor, or attribute, is very much related to the hell, storm and maze 
metaphors and shares many of their characteristics of confusion, constraint, unease 
and lack of direction. All the same, this metaphor is much more specific and targets 
the communication issue within the school.  
7.1.4.1 Participants’ Views 
This collage is made of three images chosen by three different participants (6%) yet 
exemplifying a unified theme. For the first image on the far left, the participant 
stated: 
This one [image] is here, there and everywhere. The black lines mean 
disorganisation to me, there are no clear lines of communication. 
(Felicity, 25
th
 June 2009) 
Not only is a clear lack of direction stated, but more importantly problems with 
communication are emphasised. The coloured image in the middle elicited a similar 
response: 
This picture shows confusion in the school as shown by the different colours. 
To survive you have to laugh at the confusion so you can try and have some 
hope. The black really gets to you though and makes it hard. 
(James, 23
rd
 June 2009) 
Here we see that colours indicate confusion, yet the participant (James) is able to 
resist many aspects of this disorganisation and confusion. Yet there are aspects that 
one cannot escape as delineated by the black lines. Further probing of the participant 
revealed that lack of communication was the major source of confusion, further it 
symbolised oppressive or restrictive edicts as the central content of communication. 
In analogous fashion, the third image also typified confusion: 
This [image] is like the emails, I have no idea what they mean or what they 
are trying to say. 
(Jim, 15
th
 June 2009) 
This participant also linked disorganisation and confusion with communication, but 
this time with a very specific form of communication. On further inquiry: 
R: In what way are the emails confusing? 
J: Many have double meanings in them 
R: Can you give a specific example? 
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J: There was this one email that said that we shouldn‟t talk too much but it was ok to 
talk. I don‟t know what was going on or why he [principal] said it or what exactly he 
meant by it.  
 
Key: R: Researcher  J: Jim (15
th
 June 2009)  
I managed to track down the email mentioned by Jim. Below is the paragraph 
relating to excess talk that is introduced with a discussion on time management. 
I also encourage staff to get good value for time. Some seem to get under time 
pressure because they give too much time to things that are not top-priority. 
Good time management – like good organization – helps reduce stress. We 
value our consultative, fellowship-based staff culture but we all need to get 
the best value for limited time. I guess what I am trying to say in a polite and 
friendly sort of way that I think some people talk too much. Also, non-school 
matters should get minimal time and attention during the working day 
 (John, email, 14
th
 May 2009 )  
 
While the intent of this email seems clear enough it creates confusion when 
compared to other emails that attempt to promote greater collegiality: 
Staff are requested to make a priority of spending time in the Staff Common 
Room at breaks. The desire to promote fellowship, collegiality and unity 
prompts me to make this request. …This morning‟s „communal‟ morning tea 
was poorly attended too. Please do make the effort to show up – and do not 
just send someone to collect a plate of goodies to bring back for the crew. 
(John, email, 6
th
 May 2009) 
On inspection of these two emails, Jim (as a staff example) is confused about the real 
overall intent or purpose. Given this fact, there is evidence of problems as indicated 
both with the method of communication as well as the relationships of messages that 
can easily breed misunderstanding.  
7.1.4.2 Further Analysis 
The organisation as a disorganised mess in many ways parallels the organisation as a 
maze. In the previous section, the issue of communication was discussed including 
the use of emails that generate more ‗one sided voice‘. Here the practices associated 
with communication will be expanded especially as they relate to issues of voice and 
resistance.  
 It is important to begin with a clear explanation of the phrase ‗one sided 
voice‘ which can easily lead to ambiguities. Although communication itself was two 
way, this must be distinguished from the term voice. Communication coming from 
above represents a genuine voice of authority with many directives. Communication 
from below at the staff level does occur through direct contact, emails and through 
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the chain of hierarchy (head teachers), but many feel it is disregarded and as a result 
does not represent a genuine voice. In essence then, voice as described by 
participants, seems to be one sided.  
 As indicated by participants in their views of the organisation as a 
disorganised mess, the voice coming from above is confused, conflated and 
multidirectional. Since this voice is not merely the leadership but also constitutes 
parents, the consulting company and financial constraints, it exemplifies a non-
unified polyvocality. Yet, despite this disarray, the regime of truth not only utilises 
these sources but also prevents itself from being challenged. One way that it does this 
is through mechanisms of communication that are more one way such as email and 
presentations. Although opportunities for staff input are beginning to be promoted, 
they are within carefully defined frameworks aimed at improving the good of the 
school as a whole rather than as the sum of valued individuals.  
 Another dimension of this ‗one sided voice‘ is the social practice that 
impedes communication through silence or non-response, especially when it comes 
to requests for resources. Consider the following quotes by participants: 
If you don‟t ask you don‟t get. But you have to keep on asking.  
(Pam, 8
th
 April 2009) 
We keep asking for resources, sometimes we are promised things but then we 
hear nothing. 
(Holly, 6
th
 April 2009)  
The most frustrating thing for me is that when we put in requests for 
equipment we hear nothing. We are not even told no, it‟s just nothing! 
(Gary, Support Staff, 18
th
 March 2009) 
Once again we see this veil on bottom up voice that contributes to this sense of 
disorganisation and confusion.  
 Examining the broader issue of teacher voice within the school elucidated 
varying responses. Below is a transcript of one interview probing about teacher 
voice: 
R: Do teachers have a voice?  
G: I think so  
R: In what way? 
G: um…[pause - could not really describe how teachers are involved].  
R: Are you involved in developing school policies? 
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G: With some policies, I‟m not interested in their development. I‟m happy to 
go with whatever they decide. The behaviour management policy was 
developed with teacher input over several years. Has been improved on here 
and there. There was plenty of opportunity for teacher input in that policy. 
During student free days we looked at different areas and in groups all staff 
looked at issues such as communication and Christ-centred learning. Over 
time we got into groups on a number of occasions and developed aspects 
such as communication. We made up statements - a lot of policies were 
covered in that as part of the school improvement program. 
Key:    R: Researcher  G: Graham (15
th
 May 2009) 
Some staff input was also confirmed by four other teachers: 
New ideas have come up. The principal has emailed staff and asked for 
feedback. 
(Marcia, 7
th
 May 2009) 
In staff meetings we are sometimes given opportunity to have input. This is 
the only school I have been in to have input. 
(Sally, 27
th
 May 2009) 
Most things come from above. I came from a smaller school with greater 
input. I find it hard that we don‟t get a chance to have input - but I 
understand that. Sometimes staff are invited to provide input but mainly this 
is the way it is. It‟s up to us to get involved in committees at times. 
(Claire, 7
th
 May 2009) 
We were put into groups and given a voice into certain policies - appreciated 
that time - did it twice last year - best staff meeting. We got a chance to rank 
where we are and give suggestions. 
(Jacob, 29
th
 May 2009) 
Some teacher voice is clearly present and opportunities for input are given to staff 
even though this is more formal, infrequent and limited. To illustrate, staff were 
asked to take part in committees as part of their professional requirements. Examples 
of such committees include: buildings and facilities, religious activity and missions, 
extra-curricular and community engagement. Nevertheless, input into these 
committees while welcome and valuable in terms of their purpose of whole school 
improvement, still failed to provide a voice for teachers in areas that concerned them 
such as workload, support and resources. Furthermore, in terms of satisfaction, we 
see the importance of relativity. From the interview extracts above, one staff member 
coming from a small school saw voice as inadequate, while another who came from 
schools with no input saw the opportunity for input as very positive.  
 Continuing this concept of teacher voice, there are many teachers who 
complain of not being heard when they do try and voice concerns. In other words, 
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they may be given a voice but there is no response, no feedback; and this is a large 
source of frustration. This contradiction in terms is well represented by Bill who 
responded to the question on new teachers having a voice: 
...could imagine they could have opportunity to have voice, it might not go 
anywhere, but they would still have a voice 
(Bill, 18
th
 March 2009) 
This response captures the problem of voice conveyed by staff. That is to say, they 
are given a chance to voice their views, but nothing is done; there is no response, no 
change. This is problematic given the goal in the School‘s Strategic Plan (2008-2010, 
p. 3) to: ―maintain „open door‟ policy‖ of communication. Open door here seems to 
mean you can to some extent voice your concerns but don‘t expect anything to 
necessarily be done. 
 In terms of resisting such disorganisation (lack of responsiveness to staff 
needs), staff have developed creative alternatives. Staff are told to limit 
photocopying, but they are not heard when it comes to needing more resources, so 
what do they do? How do staff get around photocopy restrictions? There is a ‗black 
market‘ for photocopying where the photocopying staff are paid in cakes. In other 
words, staff provide cakes in exchange for extra photocopying so they can get the 
resources they need. Many other forms of resistance are used in response to 
disorganisation but these will discussed throughout this chapter.  
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7.1.5 Organisation as Disunited 
 
Figure 7.5 - Collage presenting the organisation as disunited 
 
Considering the previous metaphors, it comes as no surprise that there are elements 
of disunity within the organisation. Recognising the importance of polyvocality, it is 
also important to qualify that while many participants expressed some form of 
disunity, others, and even the same participants expressed strong levels of unity and 
collegiality, at least within a given sub group. Further, the degree and type of 
disunity also varied significantly among participants.   
7.1.5.1 Participants’ Views 
The images on the far left and right in Figure 7.5 symbolised disdain for the South 
African teachers within the school. Only three participants (6%) expressed disdain 
for these foreign teachers and they were all support staff: 
We have so many South Africans attacking us Australians. They make our life 
difficult. What they complain about gets done! 
(Gary, Support Staff, 24
th
 March 2009) 
There are too many South Africans in this school. 
(Molly, Support Staff, 15
th
 May 2009) 
South Africans always keep to themselves, but there are so many of them, they 
are all around you.  
(Ian, Support Staff, 17
th
 May 2009) 
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There is no doubt that these comments contain a tone of racism. Is there any truth to 
these statements? In terms of South Africans attacking Australians, this is meant 
metaphorically in terms of making things difficult and getting their own way. Do my 
observations and that of other participants support this? The answer in general is no. 
While it is conceded that the South African teachers have their own staffroom which 
was decorated in a native way for reasons discussed in chapter 5, the South African 
teachers were just as under resourced and just as critical of systems within the school 
as the Australian teachers. Do South African teachers keep to themselves? To a 
degree this is true based on distribution (appearance of having a separate space) and 
a unique second language. While certainly not disdainful toward South African 
teachers, some Australian teachers were clear about a duality of culture: 
There are two cultures - South Africans and Australians. For example, the 
way staff room is decorated based on South Africa. Also, using their native 
tongue even though they have been pulled up on it many times.   
(Olga, 6
th
 April 2009) 
There are two cultures – Australians and South Africans. South African 
teachers were told by the principal not to speak their native tongue – but they 
resist and do it anyway. 
(Betty, 16
th
 March 2009) 
Emails support the principal‘s (repeated) directive not to speak Afrikaans at school, 
only English. My observations also supported their resistance. In fact, they were 
more than happy to teach me some of the Afrikaans language, not that I was all that 
successful. Personally, my experience with the South African teachers was very 
positive; I found them warm and welcoming and developed many good friendships.  
 Further evidence of this disunity is found in electronic data from hierarchy to 
South African teachers about a number of concerns. This data source also reveals 
that this disunity has extended outside to the parent community with parents making 
statements about South African teachers being used because they can‘t get Australian 
teachers or they don‘t pay enough to attract Australian teachers. Some parents have 
even gone as far as requesting their child not to be taught by a South African teacher. 
Despite these unfavourable judgements of parents being dismissed by hierarchy as 
untrue, there were a number of criticisms raised. These included: not being child 
centred but being too aloof, speaking with accented English (hard to understand), 
speaking Afrikaans and not English, and finally not accepting the strong role of 
parents in the school. Overall, the general tone was to try and make changes to solve 
these problems as well as improve community (parent) perceptions.  
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 Turning to the picture in the middle, that represents a more general tone of 
disunity, we will see that this extends well beyond any South African - Australian 
cultural duality.  
Staff here are not united, there is gossip, people undermining others. It is not 
a supportive environment. 
(Joan, Administrative Assistant, 15
th
 May 20009) 
No unity in school, there is a lot of backstabbing, for a religious environment 
it is shameful. 
(Nelly, 8
th
 May 2009) 
While only two participants chose this particular image of disunity, it was 
nevertheless a very common theme. It is also represented in some of the spiritual 
metaphors presented in the next section (serpents).   
7.1.5.2 Further Analysis 
Disunity is merely a symptom of various systems of governmentality. Many of these 
have been discussed in the previous chapter, such as the distribution of space leading 
to disunity and the formation of cliques. Having done this, I wish to concentrate in 
this section on notions of resistance. 
 To begin with, there is the issue of what participants termed ‗gossip‘ and 
‗backstabbing.‘ These actions constitute resistance on a number of levels. Resistance 
to school directives for staff to be united, resistance to one‘s own moral code of 
religious values and ultimately resistance to God‘s directives against gossip, 
maliciousness, hatred and disunity. Of course one could simply reduce this to human 
nature; nonetheless, there are important governmentality rationalities, practices and 
discourses that feed such resistance.  
 Overall the culture of the school has been described by many as oppressive in 
one way or another, with limited or no recognition of efforts made. Moreover, 
individuals are further devalued with the discursive truth that the good of the whole 
is more important than each individual, as evident in totalising practices and 
discourse. Coupled with disciplinary practices that aim to individualise, together 
these mechanisms induce staff to resist. Formation of small groups demonstrating 
solidarity was common, yet the social capital here was very much internal, only 
looking after the survival of the immediate group. Staff were forced to compete for 
resources from limited funding which meant that some received while others missed 
out. This also was a source of conflict. 
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 From this we start to develop a theme of survival. Survival was also a 
common theme arising from interviews. What this means is that forms of resistance, 
such as speaking one‘s native language and gossip are not primarily driven by 
malicious motives; rather from a need to survive in an oppressive climate where one 
must fight for limited resources with only a select few gaining what they request 
while others must not only make do, but be happy just to get by. Compounding this 
we have some that serve while others get promoted. The use of their native language 
by the South Africans also gave them a greater degree of solidarity and camaraderie 
within this climate.   
7.2 SPIRITUAL ORGANISATION METAPHORS 
Up to this point, key organisational metaphors and their implications on 
governmentality have been outlined. This next section continues along similar lines, 
but with a greater focus on spiritual dimensions due to the religious nature of the 
school. The purpose of exploring these particular metaphors is to probe how 
spiritual/religious rationalities both impact the governing process, as well as how 
they are internalised by staff. Exploration consisted in a focus on two major symbolic 
biblical animals, the lion and the serpent.  
7.2.1 Lions in the Organisation 
 
Figure 7.6 - Collage of lions in the organisation 
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Prior to examining participants‘ views, it is important to briefly contextualise the 
spiritual symbolics of lions in the bible. Interestingly, according to the bible the lion 
is used to represent both God (Jesus) and to a lesser extent the devil (enemy). The 
following are key biblical verses all from the New International Version:  
Be self-controlled and alert. Your enemy the devil prowls around like a 
roaring lion looking for someone to devour. 1 Peter 5:8 
 
The lion has roared— who will not fear? The Sovereign LORD has spoken— 
who can but prophesy? Amos 3:8 
 
Then one of the elders said to me, "Do not weep! See, the Lion of the tribe of 
Judah, the Root of David, has triumphed. He is able to open the scroll and its 
seven seals." Rev. 5: 5 
Most commonly though, the lion is associated with God and his authority, as the 
latter two verses testify. Also strengthening this second association within the school 
and wider religious circles are the Chronicles of Narnia by C.S. Lewis, where the 
main spiritual symbol for God is represented by the lion named Aslan. Therefore, the 
lion is most associated with the power, authority and majesty of God.  
7.2.1.1 Participants’ Views 
The lion images were chosen by 12% of participants. The image on the left was 
internalised by one participant who gave this account: 
The lion is king of his domain, the jungle, yet he looks pensive due to his 
experience. This lion has much weight on his shoulders, an extra weight that 
he can‟t cope with. All he wants is to feel that he is king of his domain, his 
kingdom, his classroom; there he roams free to look after his lambs. But he 
can‟t do that freely; he is not consulted or considered. His power has been 
taken away, his strength is lacking and he is becoming frail.  Once he was 
strong, but the more strength and leadership you show, the more they give 
you to do; they reward you with more work, thus we become weak and turn 
from that which once made us strong to lead and protect.  
(Cody, 25
th
 June 2009) 
Here we see that this teacher became the lion, the lion represented him as if he was 
looking into a mirror, a mirror of what once was, a reminder of former glory now 
lost. Clearly, there are several powerful images and emotions present here. First we 
see a longing, a longing to be free, to be king of one‘s own domain of the classroom. 
Second we see the pain of a burden being placed on an animal representing the very 
essence of strength. These two concepts are very much interrelated. Being 
encumbered in the classroom is not because they are told how or what to teach. 
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Instead, it because they are burdened and heavy-laden, that has made something that 
was once strong, now weak. Finally, is the sad sentiment that something has been 
taken away, one‘s spirit, one‘s enthusiasm and strength that once was, but is no 
more.  
 This theme of sadness in the lion was also identified by several other 
participants but this time at different levels. The next level up from self-
internalisation was a sadness of a senior member of the hierarchy: 
He is sad, never smiles, makes eye contact or gives a friendly word.  
(Pauline, 23
rd
 June 2009) 
In this case, the lion symbolises authority. Nevertheless, this authority is not only sad 
but also cold and distant. Another participant took this up one more level to have the 
lion represent God and His sadness at what happens in the school: 
He [God] is in heaven looking down over a group of people, he is sad as he 
watches the group 
(Irene, 15
th
 June 2009) 
In this case, the participant makes it clear that the governmentality within the school 
does not match what would be expected in heaven. So in all cases from God to 
hierarchy to the individual teacher all representing the sad lion, all conceptualising a 
case of barren spirituality.  
 The second image on the right induced similar responses with most targeting 
God and hierarchy. Three more participants associated the lion with God: 
God is sad in this school 
(Claire, 17
th
 June 2009) 
Where‟s God? 
(Nathan, 19
th
 June 2009) 
Like Narnia – we are looking, waiting and hoping for Aslan to save us 
(Pauline, 23
rd
 June 2009) 
The first comment captures the same essence of sadness as the first image. However, 
the latter two comments express the sentiment of barren spirituality but in a different 
way, through questioning the absence of God. Just like Peter, Edmund, Susan and 
Lucy, the child characters in Narnia, who often waited and even questioned whether 
Aslan would come. In the same way these participants question the presence of God 
in their organisation.  
 Finally, another comment on the second image was used to represent a 
different member of the hierarchy than the one mentioned above in the first image: 
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When he roars, everyone jumps! 
(Molly, Support Staff, 19trh June 2009) 
This comment symbolises the authority of the hierarchy in enforcing their will and 
desires. Despite this negative, participants overwhelmingly represented the lion in 
the positive spiritual sense (God, authority, self), albeit struggling and sad.  
7.2.1.2 Further Analysis 
Having outlined participants‘ symbolic interpretation of the lion, we need to look at 
the implications for governmentality. Initially we see the burdened lion under the 
heavy workload. Many teachers confirmed this heavy workload with late nights at 
school until 7pm or even much later. For others only a few hours sleep a night was 
available in order to get everything done. In terms of the conduct of teaching staff, 
the rationality here was effort. Being a servant, going the extra mile, being diligent. It 
all added up to effort over efficiency. In fact, there is one clear example that 
demonstrated a counter-efficiency rationality in order to avoid the danger of being 
seen as lacking in effort. 
 Several members of staff asked one of the head teachers if they could use a 
comment bank to do reports so that they could be done more efficiently. So the HoD 
emailed the principal with this request. The principal (John) emailed the head teacher 
back indicating that this was a lazy option and that parents deserved the time for 
individual comments: 
Comment banks are OK – but only as a guide. Parents who pay fees are 
entitled to a personalized comment on their child‟s report. State schools do 
not seek to foster the same sense of partnership between home and school 
that we do. Some staff would misuse a comment bank and just use it as a 
short-cut so they could be on their way out the gate quicker. 
 (John, email, 22
nd
 May 2009, 9.46am)  
Not realising that this was for her eyes only, she forwarded the email to all staff as 
the ‗principal‘s answer‘ to their request. This caused quite a stir and anger amongst 
staff and the head teacher was forced to apologise for her mistake.   
The wording of my remark about comment banks lacked a little diplomacy. It 
was not meant to go out to everyone. Serena [pseudonym] has apologised for 
circulating my message to her out to everyone. 
(John, email, 22nd May 2009, 2.17pm)   
This episode suggests that efficiency is perceived as the enemy of diligence and 
service, which of course are fundamental values or attributes. Moreover, this 
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example also provides insights into the type of individual being governed. In other 
words, how is the individual subject represented? This electronic data source would 
suggest elements that perceive subjects as seeking to take short cuts, to take the easy 
way out so they can leave early. Conduct becoming diligence is the norm expected 
and practices that seek to take shortcuts are frowned at and looked down upon as a 
state or public school mentality. As a result, a fundamental truth not only seeks to 
govern conduct but also impact identity formation where a public/private school 
divide is created using discursive mechanisms.  
 Clearly, this workload creates a huge burden that saps teachers‘ energy and 
strength. Particularly if strength is shown then more work is added. So how do staff 
resist? I observed that some staff used a general strategy of lying low or even hiding, 
keeping to themselves and staying in their classrooms during breaks. The following 
example illustrates this covert form of resistance. 
 Bill has a number of extra responsibilities. He looked after ordering for his 
subject which is really the job of a head of department. Since they do not have a 
specific head of department, he took on that role. Bill also has other small 
responsibilities within the school. Bill has been given two extra spares (spare 
periods), which is most unusual in the school. Bill (13
th
 May 2009) remarked about 
those spares, ‗I think they are for ordering for subjects, I haven‟t checked it, I will 
probably be called on during those spares.‘  In retrospect, Bill seemed very unsure 
and hesitant about checking or mentioning those spares to anyone. If he did, he 
would most likely lose them. Consequently, he followed a simple rule – if it‘s in your 
favour, say nothing and keep it under your hat. 
 A final implication of the lion symbolics is that the authority represented by 
the lion is clearly constituted in spiritual terms. God‘s authority is symbolised by the 
Lion of the Tribe of Judah, and participants also equated this spiritual authority with 
different leaders within the school. Although the nature of the lion was modified (one 
who is cold or one who makes others jump); nonetheless, authority was constituted 
in spiritual terms which naturally is not unexpected in a religious school.  
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7.2.2 Serpents in the Organisation 
 
Figure 7.7 - Collage presenting serpents in the organisation 
Once again it is important to contextualise the spiritual symbolism of the serpent. 
Perhaps the most well-known symbolic image of the serpent is from the Garden of 
Eden, written in the biblical book of Genesis. Here the devil comes in the form of a 
serpent to deceive and tempt Adam and Eve, resulting in their fall from grace. Not 
only is the serpent representative of evil, but is also cunning and deceptive. 
Following are some key verses from the New International Version: 
But I am afraid that just as Eve was deceived by the serpent's cunning, your 
minds may somehow be led astray from your sincere and pure devotion to 
Christ. 2 Corith. 11:3 NIV 
 
The great dragon was hurled down—that ancient serpent called the devil, or 
Satan, who leads the whole world astray. He was hurled to the earth, and his 
angels with him. Rev. 12:9 NIV 
Now the task is to explore how participants‘ symbolic images lined up both with 
biblical symbolics and also the school itself. 
7.2.2.1 Participants’ Views 
A total of 8% of participants supported the biblical notions of the serpent as 
representative of evil. For the image on the left: 
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The serpent causes torment here. 
(Cathy, Administrative Assistant, 9
th
 June 2009) 
The snake is always ready to strike.  
(Bill, 15
th
 June 2009) 
The image on the right also elicited similar responses: 
There are a lot of snakes, two faced bitches in this school 
(Jenny, 23
rd
 June 2009) 
Lots of snakes – people with serpents tongue. Like the Garden of Eden, 
waiting to deceive you 
(Irene, 23
rd
 June 2009) 
From these responses, we see that the two images present assorted perceptions. The 
image on the left presents the serpent as something that is ready to strike and actually 
cause harm, whereas the second image captures the cunning and deceptive nature of 
the serpent. A further contrast is that in the first image on the left, the serpent is some 
type of generalised entity or system, whereas the second is assigned to people within 
the school.  
7.2.2.2 Further Analysis 
In terms of implications for governmentality, it is this first image and associated 
notion that I wish to concentrate on, namely, the serpent as a generalised entity, a 
system of governmentality. Dean (1999), in his framework of governmentality 
highlights the importance of fields of visibility. This notion extends beyond 
mechanisms of disciplinary power. These images suggest a cunning, a hidden form 
of visibility that is causing distress and always waiting to strike. The key question is, 
how does this mechanism work? The answer lies in the following section on the 
serpents tongue.  
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7.2.3 Serpent’s Tongue in the Organisation 
 
Figure 7.8 - Collage presenting serpent‟s tongue in the organisation 
The primary weapon of the serpent mentioned by participants was the tongue, the 
ability to deceive with words and discourse. Consider the following biblical passage 
that highlights the serpent‘s ability to deceive: 
1
 Now the serpent was more crafty than any of the wild animals the LORD 
God had made. He said to the woman, "Did God really say, 'You must not eat 
from any tree in the garden'?"  
 
2
 The woman said to the serpent, "We may eat fruit from the trees in the 
garden, 
3
 but God did say, 'You must not eat fruit from the tree that is in the 
middle of the garden, and you must not touch it, or you will die.' "  
 
4
 "You will not surely die," the serpent said to the woman. 
5
 "For God knows 
that when you eat of it your eyes will be opened, and you will be like God, 
knowing good and evil."   Gen 3:1 – 4 NIV 
Reflecting on these words, it become evident that the serpents discourse is designed 
to cause doubt, challenge the legitimacy of what God had promised and even boldly 
promise something better. These images were drawn as a follow up to those of the 
serpents. The one on the right, I did as a half lion with a serpents tongue to see how 
participants would symbolise this. The image on the left was in response to 
participants using phrases like ‗snakes‘, ‗serpents tongue‘ in interviews used about 
people.  
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7.2.3.1 Participants’ Views 
A further 6% of participants identified with the serpents tongue theme. As expected, 
participants interpreted the image on the left in terms of people with serpent‘s 
tongues: 
This is people speaking evil – having a serpents tongue. 
(Helen, Administrative Assistant, 19
th
 June 2009) 
The image on the right however was most significant: 
Serpents tongue, but has the disguise of a lion. 
(Cecil, 23
rd
 June 2009) 
Lion with serpents tongue - Just because we say we are a religious school, we 
still have evil acts like the serpent tongue  
(Justin, 11
th
 June 2009) 
Participants focussed on the paradox of appearance and action. Otherwise stated, one 
may appear as a lion, profess to be one; and yet speak with a serpent‘s tongue.  
7.2.3.2 Further Analysis 
At this point we continue with the theme of visibility where we have a system of 
governmentality that appears to have one discursive formation, and yet speak with 
another.  In particular, we have the difference between discursive formation of 
documents and reality. Many documentary sources represented similar and unified 
discursive formations, yet these were not in congruence with either my observations 
or participant‘s views.  
 As an initial illustration, the following ethics are represented as key 
cornerstones, yet were problematic in reality: 
1) Care and compassion – care for self and others 
2) Honesty and trustworthiness – be honest, sincere and seek the truth 
3) Respect – treat others with consideration and regard; respect another 
person‟s point of view 
(Statement of Philosophy and Aims of the College Document, 2008, p. 2) 
With the excessive work load, participants felt that they could not care for 
themselves, having to work extreme hours. In conjunction, their welfare was not 
cared about, presenting breach of this first ethical principle. This also ties in with the 
third ethical principle of showing concern for others and respecting their point of 
view. Participants also felt this was breached through lack of real voice over their 
concerns as well as the lack of empathy over the difficulties they faced. Finally, is 
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the issue of honesty and trustworthiness. The following account from one of the 
participants illustrates a breach of this ethical principle.  
I had this boy in my class last year that should have been repeated, he was 
really struggling, but the parents wanted him moved up to the next year. 
Despite my strong objections and those of staff in enrichment, the parents got 
their way - the school caved in, and the student was moved up even though he 
was incapable of the work. They were not honest with the parents because 
they didn‟t want to lose a student. One of us [teachers] will probably cop the 
blame when he doesn‟t do well.  
(Penny, 21
st
 May 2009) 
As this anecdote highlights, the ethical principle of straight forward honesty is being 
put aside in order to keep a parent happy. Such consumer driven rationalities were 
evident to staff who were frustrated by false appearances without the ethical 
substance. 
7.2.4 The Organisation and its Resident Evil 
 
Figure 7.9 - Collage presenting resident evil 
I‘m sure this metaphor sounds very strange, even freaky, nonetheless it is an 
important theme raised by many participants. Although the nature of this evil varies 
between participants, the essential theme relating a form of evil is very much present.  
 This theme was quite a surprise for me especially since most of the images in this 
collage were drawn with the intent of representing the fractured nature and feelings 
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of staff. Even though these ideas are found and presented later in this chapter, these 
images were symbolically associated with this theme of resident evil.  
7.2.4.1 Participants’ Views 
All participants‘ views (a total of 14%) will be presented together in the box below 
with the image reference next to each comment: 
Evil face – it‟s the school (left image) 
(Jill, 17
th
 June 2009) 
Face of an evil empire – like Darth Vader (left image) 
(Andrew, 15
th
 June 2009) 
Few skeletons in the closet here (top centre) 
(Gary, Support Staff, 11 June 2009) 
Evil lies in the school (centre image) 
(Joan, 23
rd
 June 2009) 
Witch (bottom centre) 
(Molly, Support Staff, 17
th
 June 2009) 
Evil spirit – this is what the school looks like – evil spirits all over the place 
(right image) 
(Jill, 5
th
 June 2009) 
Evil spirits in this place – hiding behind things (right image) 
(Joel, Administrative Assistant, 17
th
 June 2009) 
Two important facets arise from these comments. Firstly, according to certain 
participants, there is a form of evil present in the school. Second, this evil is elusive, 
hard to find, and difficult to be explicit about.  
7.2.4.2 Further Analysis  
On one dimension, this construction of evil in the school is an expression of staff 
frustrations and anger. Yet there is a deeper implication for governmentality present 
here. Expressed by this metaphor is an attempt to represent intent, intent to cause 
harm. Without doubt, this deliberate attempt to cause harm was very much absent 
and not expressed by participants. Consequently, questions emerge such as: Why use 
such a potent and deliberate metaphor if the intent is not to cause harm? Is it more 
expressive of effect rather than cause?  
 Although the intent is not to cause harm, we cannot easily dismiss the whole 
notion of intent. Evidence gathered from observation and participant interviews 
illustrates a form of governmentality that is dismissive and cold towards participants‘ 
voice and concerns. Examples include, lack of voice, blindness to problems at 
ground level, short notice of meetings, valuing parents at the expense of staff. All 
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these have been discussed in detail elsewhere; suffice to say, that such practices and 
discourses present to staff an impression of neglect, of being devalued. Coupled with 
this, are mechanisms of disciplinary power discussed in the previous chapter that aim 
to change behaviour by creating a disposition toward work and sacrifice that leave 
participants feeling burdened and stressed. So, in answer to the second question 
posed, not only does evil represent a cause, a cause of neglect; it also represents the 
negative effects of disciplinary power as internalised by staff. In sum, evil can be 
conceptualised as a cold uncaring. 
 Again, it is tempting to reduce such problematic down to leadership style, but 
there are bigger issues involved. Perhaps one of the most pervasive issues is that of 
rapid, even explosive growth in the school‘s population. Hatch and Schultz (2008) 
argue that rapid growth can create dysfunctions and misalignments among an 
organisations vision, its culture and identity, both collective and individual. Several 
participants also raised this issue of growth 
I liked the school better when it was smaller and more manageable. 
(Marcia, 5
th
 May 2009) 
We [the school] need to slow things down [reference to growth] and get 
things right. 
(Jenny, 6
th
 April 2009) 
All they care about is getting more and more students. 
(Cindy, 13
th
 May 2009) 
The culture is being re-invented each year as we grow and get new staff 
(Charles, Business Manager, 12
th
 March 2009) 
This growth appears to be causing a fracturing of identity as staff struggle to cope 
with such rapid changes and their consequences within the institution, adding to 
feelings of neglect. 
 Not only is resident evil representative of organisational intent, it is also a 
formation, and more importantly a justification for resistance. It is sinful and wrong 
to resist God; but it is morally right, and even obligatory to resist forms of evil. 
Hence, conceptualising the organisation or parts of the organisation as evil, provides 
the moral imperative for resistance. Continuing along this line, how do the 
participants who conceived this construct of resident evil actually resist?  
 Passive withdrawal was the general strategy adopted by participants which 
took two forms. Firstly, there was the withholding of trust and self disclosure: 
You have to be very careful who you trust here. That‟s why I keep things to 
myself and don‟t tell people things about my life. I have seen others who have 
shared personal stuff and it has come back to haunt them.  
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(Jan, 1
st
 June 2009) 
This withholding is the more moderate form of passive withdrawal. Organisational 
exit is the more extreme form where participants are seeking to leave the 
organisation completely: 
As soon as I get another job, I am leaving. There are about four or five of us 
who are looking for other jobs so we can get out.  
(Emma, 25
th
 June 2009) 
Essentially, participants either withdrew through control over disclosure or sought to 
leave; nonetheless, of all these participants who identified resident evil, none sought 
to actively challenge the hierarchy or organisational systems. While they were vocal 
and open to me as their confidant, they were silent about voicing their concerns 
within the organisation itself.  
7.3 ANALYSIS OF GOVERNMENTALITY – PARTICIPANT 
PERSEPCTIVES 
This section further considers the governmentality of Green Hills by focusing on the 
relationship between disciplinary power and technologies of the self. Ethno-
symbology was used to confirm data presented in the previous chapter and explore 
these dimensions further. By answering key questions from participants‘ 
perspectives, further consideration becomes possible. In other words, how do 
participants conceptualise disciplinary power? How do participants conceptualise 
technologies of the self? Answering these questions using ethno-symbology provides 
an excellent comparison to analysis based on observations, interviews and field 
notes.  
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7.3.1 Disciplinary Power as Conceptualised by the Gaze 
 
Figure 7.10 - Collage presenting disciplinary power as the gaze 
The purpose of this section is to explore how participants symbolically captured 
disciplinary power. During the interviews and informal conversations, a very 
common theme emerged of always being watched. As a result, these drawings of 
eyes were created to represent the gaze or sense of being watched. In addition to 
these single eyes, I also drew faces with two prominent eyes, as well as a diagram 
with just two eyes. Interestingly, participants did not identify with any of these two 
eyed diagrams in relation to being watched, instead conceptualising the gaze as a 
single unified eye.  
7.3.1.1 Participants’ Views 
Although participants (16%) had different preferences for different eyes, nonetheless, 
a unified theme was very much present. Below are the participants‘ comments for the 
different eyes within the collage: 
We are always being watched. 
(Johan, 15
th
 June 2009) 
This is the eye – the watchful eye. 
(Adam, 9
th
 June 2009) 
The most powerful eye. 
(Kathy, 11
th
 June 2009) 
They watch you and assume the wrong thing. 
(Delilah, 17
th
 June 20009) 
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All seeing eye – top down, inside out, upside down, down and up. It affects 
everything. 
(Cody, 11
th
 June 2009) 
The all seeing eye. We are always being watched. It is the bad eye, like the 
eye of Mordor.  
(Kim, 19
th
 June 2009) 
I have my eye on you, I am always watching you. 
(Ben, 15
th
 June 2009) 
They are always spying on you, there is always someone spying on you. 
(Rebecca, 17
th
 June 2009) 
From these comments, the persistency, intensity and power of the gaze are evident; 
as is its negative association as the ‗bad eye‘. The comparison with the eye of 
Mordor from J.R.R. Tolkien‘s Lord of the Rings trilogy highlights the evil intent and 
pervasive nature of the gaze. In other words, the purpose of the gaze is to make 
people change, to normalise behaviour.  
 Despite many participants clearly identifying the disciplinary gaze they are 
under as well as showing a perceptive awareness that they are always being watched 
and examined, none were able with clarity to describe the mechanisms of the gaze. 
Instead, simple generalisations and uncertainty were present. Below is an example of 
a follow up interview that is typical of this blindness toward the strategies and 
mechanisms of disciplinary power.  
R: When you talk about the eye and the fact that you are being watched, who 
is watching you? 
K: Hierarchy and spies for the hierarchy. 
R: Do you know who their spies are? 
K: No. I think they just get people to watch others 
R: How? 
K: I‟m not really sure. All I know is that we are being watched and what we 
do gets back to the hierarchy and then they will talk about it at meetings or in 
emails. 
R: Can you give me an example of information that got back to hierarchy? 
K: Well, they mentioned that some of the junior school teachers leave the 
school straight away and that some high school teachers are late to class. 
They seem to know these things.  
Key:  R: Researcher   B: Kim (19
th
 June 2009) 
 
The above transcript demonstrates that participants clearly see the evidence of this 
disciplinary gaze but are unsure of its mechanisms or how it works.  
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7.3.1.2 Further Analysis 
Mechanisms of disciplinary power have been extensively examined in the previous 
chapter; even so, an important question that would arise in the eyes of readers must 
be addressed. That question is, why can I as a researcher conceptualise with some 
degree of precision, the mechanisms of disciplinary power, while participants who 
are much more immersed in the institution, be so blind? 
 There are many facets that account for this difference. First, having a clear 
understanding and framework of this complex concept makes an enormous 
difference to identifying its mechanisms. Second, is the complexity involved in these 
mechanisms; which includes practices, intricate networks and discourses. 
Mechanisms are neither unilateral nor unproblematic; rather they contain many 
overlapping, mutually reinforcing facets. Thirdly, having the time and ability to 
interview nearly every staff member (100 out of 103 participants) in the school gave 
me unparalleled access. Finally, not only being a confidant, but having access to the 
‗inner circle‘ of hierarchy who were able to explicitly identify different aspects of 
disciplinary power proved to be vital. 
7.3.2 Technologies of the Self as Conceptualised by 
Constraint 
 
Figure 7.11 - Collage presenting technologies of the self as constraint 
How do participants conceptualise themselves in relation to the institution? This is 
one of the key questions being examined. A large range of diverse images were 
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created during the interview stage to represent the difficulties and constraints that 
participants felt.  Even so, by feeding these images back to participants, this further 
elucidated insights into how participants felt constrained.   
7.3.2.1 Participants’ Views 
Constraint was an overwhelmingly common sentiment expressed by nearly all 
participants who identified with a variety of images and metaphors within this theme. 
Follow up interviews were conducted with 36% of participants on this theme. Each 
had a unique individual perspective within this unifying theme that crystallises 
different facets. Each of the images in the collage is numbered from 1 to 8 allowing 
for perspectives from each image to be presented. 
Image 1 
Our hands are always tied – really sad 
(Jill, 25
th
 June 2009) 
People above pull our strings - we move to their wishes 
(Xavier, 17
th
 June 2009) 
 
They crush the spirits of the weak and make the strong stronger 
(Kayo, 15
th
 June 2009) 
Three participants had quite different perspectives that showed a range of 
institutional influences on staff ranging from just having hands tied, to being moved 
like puppets, to being crushed at the other extreme. Once again, these comments 
demonstrate participants‘ awareness of disciplinary power in normalising and 
creating desired actions.  
 Image 2 
I am always feeling – no, no - why are they doing that? 
(Justin, 11
th
 June 2009) 
They are always negative, never positive toward us 
(Emma, 17
th
 June 2009) 
Reflecting on the first comment illustrates a questioning of governmental 
rationalities, which for many participants did not make sense. This was another 
common sentiment expressed by participants and will be examined in more detail in 
a subsequent section of this chapter. Second is a feeling that discursive formations 
toward staff are dominated by negative sentiments of never having done enough, or 
given enough; you have to work and sacrifice even harder to prove yourself.  
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Image 3 
This is an envelope sealed and never opened – would like to send them a 
message and be heard. 
(Pam, 19
th
 June 2009) 
It‟s signed, sealed and done, no correspondence entered into. 
(Nelly, 15
th
 June 2009) 
The envelope metaphor presented here is very insightful and represents a closure, a 
blockage in communication in two directions. First, what staff want to say is sealed 
and never opened, thus reflecting a frustration over not being heard and not having a 
voice. Second, what is said to staff is sealed and to be unchallenged, reflecting the 
spiritual authority of the shepherd and expecting full submission and obedience from 
the sheep.  
 Image 4 
Our hands are tied here. 
(Justin, 11
th
 June 2009) 
Again, the metaphor of constraint appears as reflected by the tying of the hands 
reflecting the influence of disciplinary power. 
 Image 5 
Kids are struggling here – feeling restricted. 
(Jenny, 19
th
 June 2009) 
There were a few participants (five) who during the interviews and symbolic 
interpretations mentioned the constraint of the ‗kids‘ (students). When probed about 
the nature of this constraint, one participant provided an example of discursive 
restrictions put on them such as not being able to mention about mythical characters 
such as Santa Claus, Easter Bunny and the Tooth Fairy. In turn, they felt that this was 
unfair to the children, not allowing them to use the joy of their imagination.  
Image 6 
Many voices crying out in the school and not being heard. 
(Irene, 17
th
 June 2009) 
Not allowed peanuts in the school. 
(Jim, 15
th
 June 2009) 
Like the envelope metaphor, we have the reoccurring theme of lack of voice, or not 
being heard in the school. Nevertheless, this image is particularly potent as it 
represents a multitude of multiple voices crying out, but without effect; also 
conveying a greater feeling of desperation. Not allowing peanuts strongly conveys 
the participant‘s view of the school being unwilling to do even the smallest things for 
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them. Many restaurants and bars serve complementary peanuts because they are very 
cheap. Yet for this participant, in this institution there is no such luxury.  
Image 7 
We keep getting kicked in the guts. 
(Helen, 23
rd
 June 2009) 
No matter what we do we get squashed. 
(Claire, 15 June 2009) 
If you‟re choking or struggling you‟re classed as mediocre. 
(Pauline, 17
th
 June 2009) 
Returning is the more extreme form of constraint where participants feel they are 
being ‗squashed‘ or ‗kicked‘ by the practices and discursive pressures within the 
institution. More than that, if they do show signs that they are struggling then they 
are subject to classification.  
Image 8 
Caught in a spider‟s web – feel strangled – no way out. 
(James, 15
th
 June 2009) 
Web of politics – lies rumours caught up. 
(Kate, 23
rd
 June 2009) 
Caught in the web here. 
(Johan, 11
th
 June 2009) 
Like a web – feel trapped. 
(Joan, 11
th
 June 2009) 
During the interviews, many participants raised the feeling of constraint. In response, 
one of the images that I created to represent this was the spider‘s web which 
connected strongly with several participants. The participants related the idea of 
being trapped and caught; bound in a web of politics. Such perceptions present clear 
evidence that participants have internalised boundaries and constraints placed on 
them within the institution through aforementioned systems of disciplinary power.  
7.3.2.2 Further Analysis 
The many mechanisms and discursive formations that lead to the conceptualising of 
constraint have been outlined. These include the lack of genuine voice, one sided 
forms of communication, discursive formations and mechanisms of disciplinary 
power that promote sacrifice. Given these organisational constraints, how have 
participants responded to these constraints? 
 As a useful framework in looking at technologies of the self, Casey (1995) 
has outlined three possible types of self formation: the defensive self, the colluded 
self and the capitulated self. First, the defensive self is characterised by resistance and 
 283 
withdrawal; displaying characteristics such as fear and anxiety, being privately 
critical of the organisation and also resentful of what is expected of them (Casey, 
1995). Under the section on resident evil, there were individuals who displayed 
characteristics of the defensive self, demonstrating high anxiety and strategies of 
withdrawal and passive resistance.  
Second, the colluded self, is characterised by compliance, dependence and 
loyalty; they adopt the organisations language and values in an attempt to move 
forward (Casey, 1995). Another important characteristic of the colluded self is 
displaying a ‗compulsive optimism‘ about the organisation, its future and their role 
within it (Casey, 1995, p. 169). On first inspection, many participants gave the 
impression of adopting the colluding self, submitting to the organisations goals and 
vision. Nevertheless, more intense exploration revealed that this was not actually the 
case. There were several strategic teachers which demonstrated the genuine colluded 
self. However, these individuals were in the minority, but their optimism, loyalty and 
strong ambition was very evident.   
Finally, there is the capitulated self, who seek a compromise or negotiated 
settlement (Casey, 1995). They reject the option of the colluded self and see the 
defensive self as unable to survive and therefore seek a compromise either through 
‗reluctance‘ or ‗pragmatism‘ (Casey, 1995, p. 170). They know how to play the game 
or rather appear as a colluded self in order to avoid excessive ‗psychic tension‘ and 
achieve a degree of ‗psychic stability‘ (Casey, 1995, p. 170). The capitulated self 
also maintains a sense of self, choosing when to believe and accept and when to 
disbelieve and reject (Casey, 1995). 
Out of these three types of self formation presented by Casey (1995) and used 
by others (such as Edwards & Usher, 2000), the capitulated self is the most common 
type of self formation found at Green Hills. Nevertheless, it is not a perfect fit and is 
problematic in this study on several levels. First and most important, Casey (1995) 
indicates the capitulated self has reached a form of resolution to achieve ‗psychic 
stability‘. However, many participants conveyed a deep sense of unresolvedness, an 
ongoing form of psychic tension that formed a long term web or maze. Second, the 
capitulated self demonstrates decreasing forms of resistance as they negotiate a new 
sense of self (Casey, 1995). On the contrary, many participants demonstrated 
simultaneously a collusion with beliefs and discourse, and yet dynamic resistance in 
areas such as language, dress and absenteeism. Finally, these three types of self 
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formation do not account for the strong underlying spiritual dimension that is both 
present in participants‘ personal lives and work life albeit in different modes.  
 Given these differences, and still acknowledging the presence of the 
defensive, colluded and capitulated self, I would propose a fourth type of self 
formation, the constrained self. The constrained self has a deep underlying 
commitment and agreement with the purpose and values of what the organisation is 
trying to achieve particularly on a spiritual level. While having a strong sense of 
purpose, self-direction and satisfaction in what they do, teachers feel constrained by 
the strategies, mechanisms and discursive formations that are placed upon them. In 
other words, they struggle with many of the rationalities of governmentality and yet 
still capitulate to some degree while continuing to resist. Perhaps one of the most 
distinctive features of the constrained self as a type of self formation is its pervasive 
unresolvedness and ongoing, but underlying opposition to how things are done. 
Anxiety, confusion and at the same time a perseverance to get the job done for their 
own reasons were all present in the constrained self.  
7.4 GOVERNMENTALITY AS INTERSECTION BETWEEN SELF 
AND INSTITUTION – PARTICIPANT PERSPECTIVES 
Having outlined the two fundamental aspects of governmentality, disciplinary power 
and technologies of the self, it is necessary to study how participants tie these two 
aspects together from a phenomenological perspective. Accordingly, several 
dimensions will be presented that represent their interactions with institutional 
governmentality such as mechanisms of disciplinary power. After participants views 
have been outlined for each dimension, further synthesis will be conducted bringing 
these aspects together.   
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7.4.1 Feelings of Pain 
 
Figure 7.12 - Collage presenting participants' pain 
Throughout the interview process and data gathering stages, it was evident that 
participants felt a high degree of pain as a result of disciplinary power, as well as 
conceptualising themselves as being constrained. To capture this, I created a number 
of images, largely focussing on the face. During the symbolic interpretation phase, 
many participants (24%) connected with these as their primary images as I took on 
the role of a therapist, giving participants an outlet, a voice for their anguish. Below 
are what participants had to say about this collage of images. Image numbers are on 
the diagram and given next to participant quotes.  
There is pain here; you cannot trust the eyes (1) 
(Holly, 25
th
 June 2009) 
Help! She cries out (2) 
(Joan, Administrative Assistant, 9
th
 June 2009) 
They expect other people to do all the work and make them feel like that (2) 
(Bianca, 25
th
 June 2009) 
We are screaming for attention – no sound coming out (2) 
(Janice, 9
th
 June 2009) 
I know a few staff members like this (2) 
(Jacob, 3
rd
 June 2009) 
I see this as me on some days (2)  
(Sally, 9
th
 June 2009) 
I feel like pulling my hair out of my head (3) 
(Kathy, 5
th
 June 2009) 
So much info and things going on – my head is about to burst (4) 
(Cathy, Administrative Assistant, 11
th
 June 2009) 
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Me after reading principal‟s emails (5) 
(Nathan, 23
rd
 June 2009) 
It‟s always raining here, HELP! That‟s me on the bottom – I‟m walked on 
and people are happy to do it! (6) 
(Kayo, 17
th
 June 2009) 
Teachers here are in pain (7) 
(Jenny, 19
th
 June 2009) 
This is me! (8) 
(Kim, 23
rd
 June 2009) 
The final comment with its brevity and simplicity captures the essence of the collage 
‗this is me‟, demonstrating the strong connection that participants expressed with the 
images. Once again, aspects from previous sections are reinforced here, such as: lack 
of voice and being overworked. Personally, I found this process of symbolic 
interpretation with these images very distressing. I really felt for the participants, 
many of whom had become good friends. In the next section we continue this general 
theme of pain but more specifically in the form of betrayal.  
7.4.2 Perceptions of Betrayal 
 
Figure 7.13 - Collage presenting betrayal 
More aggressive forms of governmentality are represented here, where participants 
(24%) express the idea of being betrayed by an organisation. 
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Personality has been squashed in teachers (left upper image) 
(Kathy, 5
th
 June 2009) 
Onion – has many layers. As soon as you start to peel it, it smells and makes 
you cry (left lower image) 
(Gary, Support Staff, 11
th
 June 2009) 
Like a smug child doing something wrong and getting away with it (left lower 
image) 
(Jacob, 3
rd
 June 2009) 
Full speed ahead! You either get in the car and go with it or you stay and get 
run over (centre image) 
(Cody, 25
th
 June 2009) 
No matter what you do, you‟re hit in the guts with a Mac truck (centre image) 
(Andrew, 17
th
 June 2009) 
Shocked and heart broken – families outside and inside are torn apart 
because of the school (right upper image) 
(Jan, 23
rd
 June 2009) 
Lots of broken hearts here (right upper image) 
(Irene, 11
th
 June 2009) 
People have rose coloured glasses on, think it‟s a good school and then they 
are shattered it‟s not like that once the glasses come off (right upper image) 
(Emma, 15
th
 June 2009) 
Initially looks good, but it‟s a lie. Told it‟s great but it‟s not (right upper 
image) 
(Adam, 9
th
 June 2009) 
It‟s really affected me what‟s happened – led to a breakdown (right upper 
image) 
(Jill, 23
rd
 June 2009) 
A lot of broken hearts – think it could be a good school – shattered it‟s not 
like that (right upper image) 
(Jenny, 23
rd
 June 2009) 
This is us under the earth – like little maggots (right lower image) 
(Nelly, 25
th
 June 2009) 
 
The right upper image of the broken heart perhaps best conveys participants‘ notions 
of being betrayed. Not only are the expectations presented to them betrayed, but also 
their own expectations are snitched by the reality that unfolds before them over time. 
Not only that, but participants also conveyed a stronger sense of betrayal in the sense 
of an onslaught on their very soul.  
Being squashed, put down, suppressed, hit, torn, and broken are all forceful 
images conveyed by participants. It‘s like part of what they have, and who they are 
has been eviscerated, in an attempt to make them conform to desired behaviours and 
values. Considering this betrayal symbolised here, the centre image presents 
contrasting views of where participants stand with this organisations 
governmentality. On the one hand, is the view that as long as you ‗get in the car‟ and 
get on board, you will be able to survive; only if you stand and resist, you will get 
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‗hit‘. On the other hand, we have the stark contrast of being hit „no matter what you 
do‟; thus illustrating a pervasive and enveloping de-powering force that is 
independent of one‘s actions and dispositions.  
 The question arises, can these two opposing notions be reconciled. Based on 
my observations and insights, I believe they can because they both contain partial 
truths. Evidence of disciplinary power and feeling the effects of disciplinary power 
are incontrovertible, leaving participants always feeling at least some degree of 
constraint regardless of their actions. Further, the force of disciplinary power felt by 
participants will depend on their response to mechanisms of disciplinary power in 
normalising their behaviour to institutional standards. In other words, greater 
resistance, i.e. not getting in the car, will result in a more acute effect from 
mechanisms of disciplinary power. Therefore, both these sentiments contain an 
essence of truth, it is simply a matter of degrees in the way participants choose to 
resist or respond to mechanisms of institutional disciplinary power.  
7.4.3 Creating Loneliness   
 
Figure 7.14 - Image presenting loneliness 
This image was presented on its own to help capture this feeling of loneliness that 
was expressed by several participants (4%) during the interviews and then recognised 
by one participant during the symbolic interpretation phase. Although this was not a 
widespread feeling amongst staff, its effect on those few was most potent. It is 
presented to underpin the dividing and individualising aspects of disciplinary power.  
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I feel alone – so alone! 
(Kayo, 15
th
 June 2009) 
Sad face how people treat each other as Christians 
(Cathy, 11
th
 June 2009) 
The depth of loneliness felt by this one participant (2%) is most poignant, and 
illustrates the far reaching implications that individualising practices can have.  
7.4.4 Questioning Rationalities 
 
Figure 7.15 - Collage presenting the questioning of rationalities 
Over and over again, during interviews and informal conversations, participants 
expressed bewilderment over what was going on and how things were being done. 
Presenting this turmoil as both a fire and a face; these two images were recognised 
by 10% of participants.  
Our self-esteem and morale is very low, always asking why? (left image) 
(Janice, 25
th
 June 2009) 
Why? I don‟t understand (left image) 
(Justin, 17
th
 June 2009) 
Says to me what I see in some teachers – sad and depressed and don‟t 
understand what‟s going on or why (right image) 
(Cecil, 23
rd
 June 2009) 
Where are they going with this? – It‟s stupid! (right image) 
(Graham, 23
rd
 June 2009) 
 
Colours represent potential of the school, but people are hurting. They are 
not supported or encouraged or appreciated. No potential reached. Last year 
I used to do so much extra work, this year I do what I have to do to and leave. 
I don‟t feel treated like a professional. (right image) 
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(Bianca, 25
th
 June 2009) 
Participants are questioning the rationalities of the practices and discourses within 
the school. Why would these practices that cause pain for staff be adopted? Why do 
something that is hurting people? Why adopt practices that are stopping the school 
from reaching its potential? Broadly speaking we have a circular relation between 
questions of why, and feeling constrained and trapped; which participants don‘t 
know how to escape. For participants, there are so many contradictions: How can the 
school shine as a light when there is so much darkness inside? How can the school 
profess high religious and ethical principles and treat its staff the way it does? The 
only way to begin to answer such questions is to consider the broad context of 
governmentality that includes all discursive and social practices that are a product of 
specific rationalities that are beyond the action of a single leader. Prior to looking at 
these in the last section, we must probe further into the abyss. 
7.4.5 Stripping of Hope 
 
Figure 7.16 - Collage presenting a lack of hope 
Building on the aforementioned themes, we extend the ideas of pain, betrayal, 
loneliness and bewilderment to the stripping of hope as a natural consequence of 
these. Again participant‘s comments (6%) echo themes of being overworked, not 
being heard and having no hope.  
Life is sharp, harsh and chaotic when I don‟t feel I am heard and listened to – 
that is harsh and stressful. I don‟t feel listened to. The red and yellow colours 
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represent my anger and frustration of not being listened to. All the black 
dominates the picture. To me – still got to do all this work anyway, even if 
you‟re not thanked or appreciated. The middle black triangle – says I‟m 
caught in the middle, it‟s all happening around me, I‟m not noticed, I‟m in 
the background suffering, I‟m the one thing in the picture not heard. (left 
image) 
(Cody, 25
th
 June 2009)  
No hope here (middle image) 
(Kayo, 15
th
 June 2009) 
Rosy in the interview – then reality strikes you (right image) 
(Emma, 23
rd
 June 2009) 
Lack of voice is presented as a major source of frustration and a source of depletion 
of hope that despoils the initial promise held. For these reasons, it is necessary to 
explore the important discourse of ‗should‘ raised by participants. While 
acknowledging some positives, participants also outlined a gap between the way 
things are and the way they should be. 
7.4.6 What we have and ‘Should’ have 
 
Figure 7.17 - Collage presenting what we have and „should‟ have 
At this stage we begin the transition towards some of the more positive aspects 
represented by participants. In other words, despite their frustrations, what keeps 
participants going? Governmentality may not be as it should, nonetheless, there are 
strong foundations within the school. This was the distinct message followed up with 
6% of participants. Despite the chasm between what was, and what was expected, 
there were some positives. 
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How it is here – dark cloud over this place. We still have problems but have a 
happy place to see children grow (left image) 
(Marcia, 17
th
 June 2009) 
There are many friendly staff and people - students and staff should be happy. 
(centre image) 
(Betty, 19
th
 June 2009) 
What it should all be about. This is the reason we are here. Christianity is 
often not present as it should be in this school. (right image) 
(Gary, Support Staff, 15
th
 June 2009) 
While participants are at odds with how things are done, they are still deeply 
committed to the goals of spiritual growth and development. While acknowledging 
the positives, they also made it clear that things are short of expectations. Even so, it 
is important to examine some of these positive aspects and sources of resilience in 
more detail.  
7.4.7 The Heart of the Issue 
 
Figure 7.18 - Collage presenting heart of issue 
These heart images separate what 6% of participants love (symbolised by the heart) 
and what they struggle with. 
Love the job but it‟s not easy – red line represents all the stuff that goes on 
here that overshadows the things we do (left image) 
(Pam, 19
th
 June 2009) 
How it is with many staff and how it should be – lots of love (right image) 
(Bill, 23
rd
 June 2009) 
Lots of love – not from leadership but between staff (right image) 
(Jenny, 23
rd
 June 2009) 
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Here we see some of the most important sources of resilience, the strong 
relationships and friendships formed with colleagues as well as the satisfaction they 
get from teaching. These will be explored more in the following collage on 
camaraderie. 
7.4.8 Camaraderie 
 
Figure 7.19 - Presentation of camaraderie 
Despite the negatives, the struggles and the frustrations, during interviews 
participants commonly mentioned their friendships within the school. In particular, 
participants saw the Wednesday morning staff sharing session as an important time 
to support and encourage each other as they became open and honest about the 
struggles in their lives. In total, 8% of participants chose these images. 
We are all growing together despite the clouds over us (left image) 
(Olga, 19
th
 June 2009)  
Teachers are awesome individuals, each shinning and growing and 
supporting each other (left image) 
(Janice, 25
th
 June 2009) 
Every teacher here is precious, each with their own special gifts and talents. 
Together we make a beautiful garden (right image) 
(Bianca, 25
th
 June 2009) 
Those of us who have been longer [longer flowers] can help those who are 
new to the school [short flowers] (right image) 
(Jenny, 19
th
 June 2009) 
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Relationships form an important part of resilience. The first comment shows the 
strength of the resilience in that they can still grow ‗despite the clouds‟. This is 
linked to perhaps the most important source of resilience – faith.  
7.4.9 Foundations of Faith  
 
Figure 7.20 - Collage presenting foundations of faith 
Several participants (10%) expressed from images the strength of their faith in 
keeping them going. The four images in the collage have been numbered one to four, 
and labelled next to participant‘s comments. 
I look unto the hills from where my help comes (1) 
(James 19
th
 June 2009)  
We are trees planted together with God as the foundation (2) 
(Joel, Administrative Assistant, 15
th
 June 2009)  
The tree of life from where our strength comes (3) 
(Jacob, 25
th
 June 2009) 
With God‟s help we will be like well watered trees (3) 
(Kathy, 23
rd
 June 2009) 
Church windows – it is important that I remind myself why I am here - God 
(4) 
(Penny, Support Staff, 17
th
 June 2009) 
 
It is interesting to note that in general, participants chose images associated with 
nature to represent the strength of their faith rather than more explicit Christian 
images (such as a cross or a lion). The comment from the first picture is a biblical 
reference: ‗I lift up my eyes to the hills—where does my help come from?‘ Psalm 
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121:1 (New International Version). References to trees were also biblical references 
from the Psalms.  
 Overall, these last few sections have highlighted important sources of   
reliance for participants, especially teaching staff. Drawing on the strength of one 
another and their faith, they are able to continue despite their many frustrations and 
constraints.  
7.4.10 Further Analysis - Formation and Collision of 
Rationalities 
Reflecting on these dimensions present, unmistakably, there is a collision of 
rationalities present. Feelings of pain, betrayal, lack of hope and loneliness 
accompany a questioning of why, and a challenge of how it should be. We have 
teachers deeply committed to the underlying goals and yet deeply opposed to the 
systems of governmentality. So, how has the choice of the constrained self come 
about?  
 To answer this question we need to begin with the two overarching 
governmental rationalities and their associated regimes of truth. Broadly speaking, 
there are the spiritual rationalities and the business or consumer rationalities. The 
spiritual rationalities have been discussed at length, but a brief recap is useful here. 
Spiritual rationalities are influenced heavily by the consulting company (CSN) that 
oversee a number of schools. Within the institution itself, spiritual authority rests 
with the principal or on some occasions the executive, who deliver discourses to staff 
each week as part of before school daily devotions. In addition, spiritual messages to 
the wider school community are also delivered by the principal in weekly 
newsletters. While deep underlying spiritual beliefs and values of participants and 
the institution are generally congruent, there are some collisions. Many discursive 
formations are based on monastic spiritual values that include service, sacrifice and 
obedience. Yet these collide with some participants spiritual values that emphasis 
individual growth and prosperity. Further, participants feel that ethical principles 
such as care, compassion and respect are disregarded. This brings us to the second 
key rationality and the one seen as being at least partly responsible for this disregard 
– business or consumer rationalities.  
 Evidence collected supported the fact that a strong business rationality and 
customer focus was overwhelming. Already mentioned is the fact that parents are 
seen as the ‗lifeblood of the school‘ and the central focus. Not only that, but there is a 
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substantial responsiveness to parents desires, wishes, and complaints. In the Parent 
Handbook (2009, p. 27), the school‘s complaints system is outlined that encourages 
parents to express their wishes: 
At [Green Hills] we welcome suggestions and comments from parents and 
take seriously complaints and concerns that may be raised. 
According to the process, parents should go to the class teacher as the first point of 
call.  According to both teaching staff and administration staff who field these 
comments, many parents try and go directly to the deputy or principal. Cathy is a 
senior administrative assistant who fields many of these phone calls. Cathy who is 
committed to helping teachers do their job, expresses the difficulties of dealing with 
these calls: 
Another stress is being stuck between parents and teachers - some issues end 
up here first rather than with the deputy. Some parent complaints are 
legitimate, other parents think their little darlings are innocent and jump to 
the students defence so much. Parents try and manipulate things in the 
school. Parents often try to take complaints up higher or misconstrue what 
people have said – this is not uncommon. It‟s part of the culture but not like 
that at [sister school] - some parents at [sister school] scream their heads 
off. No one is that scary here, but they are more manipulative. Parents can‟t 
always see beyond their one child to the rest of the class. 
(Cathy, Administrative Assistant, 13
th
 May 2009)  
Statements like ‗It‟s part of the culture‟, ‗it‟s not uncommon‘ support the permeating 
nature of this problem of parent complaints reported by teaching and support staff. 
Further evidence of the extensive role of parent influence can be found in emails to 
staff. Our first example looks at an email message to staff regarding parent teacher 
interviews: 
IMPORTANT: ALL STAFF ARE REQUIRED TO ATTEND. DO NOT 
MAKE OTHER ARRANGEMENTS FOR THOSE DATES 
(John, email, 13
th
 March 2009)  
This is exactly how the message was written, in uppercase with the first word 
important written in bold text. Of more than 50 emails examined, only in one other 
place is uppercase used and that was to reinforce the importance of direct supervision 
of children. Also, only in one other place was bold used and that was also in relation 
to parents, albeit indirectly, in comment banks being used only as a guide. Nowhere 
else, was uppercase and bold used together emphasising the extreme importance of 
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this event. Equally important, all staff meetings for the week were cancelled, making 
these parent teacher interviews the sole focus.  
 Further examples from hierarchy illustrate that [electronic] messages to staff 
are often parent driven. Consider the following: 
1) Teachers were asked to address the uniform issue of students because: 
Several of the new parents have expressed disappointment about the standard 
of the uniform… 
(John, email, 25
th
 March 2009) 
2) Teachers were asked to collect and check students books because: 
Several parents were concerned that there was almost nothing in students 
books even two weeks into second term.  
(John, email, 19
th
 May 2009) 
3) Teachers should do everything they can not to be absent because: 
…this is not the curriculum experience parents pay for.  
(John, email, 18
th
 March 2009) 
This customer focus is most evident at the school‘s annual showcase style event, 
where the school is put on show to attract prospective parents. The following email, 
which gives feedback on the previous evenings events, illustrates strong customer 
focus: 
While there wasn‟t a huge number of new parents there, those who were 
seemed very interested…and I think we will get a few new students as a 
result. There were quite a few current parents around and keeping them 
feeling positive and supportive is very important too. The best advertisement 
for any enterprise is a satisfied customer.  
(John, email, 19
th
 March 2009) 
Keeping parents ‗happy‘ and ‗satisfied‘ is a message not just presented at these 
special events, but is continually reinforced through discursive formations and social 
practices that emphasise parental input.  
 Given this strong customer focus, many teachers have expressed to me, as 
their confidant, their frustration over excessive parental influence within the school. 
Examples of these sources have been given previously. For all of this, the hierarchy 
are aware of the growing staff dissatisfaction. The email response to this issue was: 
We are a fee paying school and do have to be seen to be listening to our 
parents…We obviously need to support our staff and will strenuously when 
staff are acting in good faith and according to policy in doing their jobs. But 
if we ignore the concerns that our clients raise with us, we will not need any 
staff. It is a dilemma – felt more in a climate where people are reassessing 
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their financial commitments in light of the much talked up economic 
uncertainty and prospects of becoming unemployed.  
(John, email, 7
th
 May 2009) 
While part of this email does provide a qualified response of support for staff, the 
key customer focus rationality is clearly reinforced. A new motivation is given to 
staff – if you wish to keep your jobs in these tough economic times, then parents 
must be kept happy.  
 Addressing staff dissatisfaction over parental involvement did not simply stop 
at reinforcing the customer focus, it also drew on key spiritual rationalities as 
illustrated in the rest of the email: 
I would encourage all to avoid letting a critical spirit develop. This is also 
too easy a recourse when things get a bit rough. We have always wanted our 
staff to see their service at [Green Hills] as something they do for God and 
for His Kingdom – because such a motivation gives our work eternal 
significance… 
(John, email, 7
th
 May 2009) 
Drawing on his spiritual authority, the shepherd encourages his staff to let go of their 
current disposition and embrace the eternal spiritual significance of their work. In 
other words, key spiritual rationalities are used to support the social practices 
required by consumer rationalities.  
 Considering all the evidence presented, intelligibly there are signs that the 
organisations identity has become confused and dysfunctional. Such dysfunction is 
very common for organisations that undergo rapid change such as Green Hills which 
has undergone rapid growth over the past six years (Hatch & Schultz, 2002, 2008). 
To compensate, according to Hatch and Schultz‘s (2002) model there are two types 
of organisation dysfunction in relation to its stakeholders, which in this study are the 
parents. This model has been selected due to its appropriateness in this specific 
context, especially the relationship between the organisation and parents.  
 First, there is the organisation whose focus has become excessively internal 
and ignores the concerns of its stakeholders (parents) (Hatch & Schultz, 2008). These 
‗narcissistic‘ organisations are termed the ‗arrogant bastard‟ (Hatch & Schultz, 
2008, p. 58). While there may be some elite private schools and perhaps even 
government schools that could be classified this way, this is certainly not the case 
with Green Hills. Secondly, there is the organisation whose focus is excessively 
external (the parents) and as a result has lost its internal direction with its culture 
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being fractured (Hatch & Schultz, 2008). This type of ‗hyper-adaptation‘ in an 
organisation is termed the ‗headless chicken‘ (Hatch & Schultz, 2008, p. 58). This 
model has been reproduced in Figure 7.21 and represents the two extremes of 
organisation dysfunction. In essence, these dysfunctions each neglect a key question: 
 Arrogant Bastard – ignores the question: ‗What do others think of us?‘ 
 Headless Chicken –ignores: ‗Who we know ourselves to be?‘  
       (Hatch & Schultz, 2008, p. 58) 
Also from Figure 7.21, we see that a loss of culture is another by-product of the 
‗Headless Chicken‘, which is evident in the aforementioned organisational 
metaphors such as hell, storm, disunity, disorganisation and maze. Given this 
organisational disunity, it is now important to examine its impact. 
 
Figure 7.21 - Dysfunctions of organisational identity (Hatch & Schultz, 2002) cited in  (Hatch & 
Schultz, 2008, p. 58) 
7.4.11 Further Analysis – Resistance and Agency 
Woven throughout this chapter has been the issue of resistance in various forms and 
strengths. Having outlined these intersections in governmentality, it is important to 
tie together notions of resistance and extend this to concepts of agency. We have 
already seen that participants resist through a variety of forms such as discursive 
notions, namely, seeing the school as embodying evil and thus withdrawing; 
becoming disunited; speaking one‘s native language, and developing creative ways 
of gaining access to resources.  
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 Teachers desire or long for a measure of freedom. Such longing is translated 
into several important methods of resistance. One participant noted that they desired 
to be free in the way they dressed, meaning this constituted another form of 
resistance. Some staff mildly ‗push the boundaries‘ of dress such as with jewellery or 
by wearing slight variations of the corporate uniform. In the staff handbook, 
jewellery is allowed but should be kept minimal. Other staff long to be somewhere 
else, so they make it a reality and take the day off. Absenteeism of staff is a major 
problem in the school as indicated by absentee figures, which I was privy too, as well 
as emails to staff such as the following:  
Please do what you can to stay healthy and on duty as cold and flu season 
sets in. Hit the Vitamin C, get a flu shot – do what works for you. The irony is 
that those who do take precautions end up having to cover classes for those 
who don‟t.  
(John, email, 27
th
 May 2009) 
Continuing this email further, there are then discussions on the dangers of going over 
the casual budget as well as the danger of collapsed classes. Not only do we have a 
plea for teachers to stay healthy, but also a discourse of truth that good teachers look 
after themselves, keep healthy and come to work. On the contrary we have a counter-
practice where many teachers actually use their full allocation of sick leave each 
year. This counter practice is accompanied with a counter discourse best described 
by Jill, ‗You have to use your sick days here just to survive.‘ Consequently, resistance 
through absenteeism is essentially passive, used as a survival mechanism similar to 
the passive withdrawal demonstrated by participants who conceptualised the 
organisation as resident evil.  
 The final key form of resistance is to pastoral power. In the previous chapter, 
the key mechanism of pastoral power was outlined, that is, performance appraisal 
where staff were required to complete forms representing ‗confessions‘. A number of 
staff failed to hand these forms in, failing to confess what the institution required. 
Once again, this could also be classified under passive resistance, with teachers ‗too 
busy‘ or just ‗forgetful‘ to hand in sheets.  
 On the whole, methods of resistance generally take the form of some sort of 
passive withdrawal, whether that be withdrawal of trust and self isolation, clique 
formation, absenteeism, withholding ‗confession‘ (self-appraisal forms), or the 
ultimate withdrawal of institutional exit. The only example of more overt forms of 
resistance is defying directives as in the case of speaking ones native language.  
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7.5 GOVERNMENTALITY AND ITS IMPACT ON 
PROFESSIONALISM: DISTURBIA AS THE CONSTRAINED SELF  
In preparation for the conclusion where I examine fully the impact of 
governmentality on professionalism in an analytic manner; here I wish to briefly sum 
up the aforementioned sentiments in relation to professionalism. To achieve this task, 
I have chosen to analyse one drawing in detail, a face, one that represents the 
‗Disturbia‘ of participants. ‗Disturbia‘ is a presentation, an embodiment of the 
constrained self. 
 
Figure 7.22 - Disturbia 
Face: The anguish expressed on the face (dire vexation of ‗self‘ as ‗subject to‘ and 
‗subject of‘ workings of power relations). The use of body language, non-verbal 
communication displays the outward response to what is occurring inward within the 
soul and upon the mind. It reveals the participants‘ internalisation of disciplinary 
power, the outworking of a given body of knowledge on the subject.  
Participant quotes:  
We are not truly consulted. We are asked, but not listened to! 
(Kim, 19
th
 May 2009) 
Why bother, nothing EVER gets done about it! 
(Andrew, 11
th
 May 2009) 
Nothing gets done around here! 
(Cecil, 5
th
 May 2009) 
I put things in last year, and I„m still waiting on a reply 
(Gary, Support Staff, 24
th
 March 2009) 
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You have to be in with the right people to get anything done, just look at 
certain departments, their learning area has everything! 
(Kathy, 15
th
 May 2009) 
Frown Line: Resembles confusion and doubts that some participants experience. 
Also includes fears, and uncertainty of what is occurring. 
Participant quotes:  
Why are all the good teachers leaving? 
(James, 13
th
 May 2009) 
Why am I here? 
(Janice, 6
th
 April 2009) 
Other schools are the same as this! 
(Claire, 7
th
 May 2009) 
It‟s Christian schools in general in our area! 
(Jill, 20
th
 March 2009) 
If this was God‟s will for me to be here, why has this happened to me? 
 (Pauline, 5
th
 May 2009) 
Intercepting Point: Participants‘ thoughts run from one end of the point to the other. 
There is no fixed end point, just a shift in thought processes that often change with 
how they perceive themselves as professionals. The intercepting point also addresses 
some participants feeling caught between viewing their profession as a teacher 
(educator) through the lens of ‗ministry/calling‘ (demonstrated as one line) vs. 
‗career/ job‘ (demonstrated as another line).  The point runs through the frown line 
indicating it is something that some participants constantly struggle with in their 
mind and soul. As a result, some are left feeling guilty, helpless and not valued as a 
professional.  Thoughts are entertained if they are indeed good teachers at all. The 
soul struggles to deal with the notion: ‗being called of God‘, or ‗being in the will of 
God‘. Participants continually struggle with their ideal self and how they perceive 
their discourse of professionalism. HOW are the happenings in this school God‘s 
will? 
Participant quotes:  
I have to prove myself to be sponsored for my visa! 
(Kayo, 20
th
 March 2009) 
It used to be my number one priority, but not now! 
(Joan, 21
st
 May 2009) 
I have to have a job to meet my visa restrictions, no job, I get sent back to my 
own country! 
(Kayo, 20
th
 March 2009) 
This is just a job to me, nothing more! 
(Marcia, 25
th
 May 2009) 
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I used to see it as ministry, but I can only do so much. I need to rest. 
(Betty, 16
th
 March 2009) 
Two eyes: We have often been told, ‗the eyes are the window to the soul‘, and how 
true that can be. The eyes have a way of conveying a very inner going on that we 
often attempt to conceal. I have intentionally drawn the eyes for people to be drawn 
to their conveyance of shock and pain. When our eyes are opened and we see the 
truth that was hidden, we often feel shocked and overwhelmed, and even feel 
cheated. 
 
Participant quotes: 
I can‟t believe what goes on here for a Christian school! 
(Helen, Administrative Assistant, 21
st
 May 2009) 
As a Christian, I could not have prepared myself for what I thought it would 
be like, compared to what it is actually like! 
(Kim, 19
th
 May 2009) 
This place is pure evil! 
(Gary, Support Staff, 24
th
 March 2009) 
What is spoken: Some factors that have affected the way in which teachers perceive 
themselves. 
Participant quotes:  
We have been told, „there are some professional teachers, there is some 
learning going on.‟ 
(Jacob, 11
th
 May 2009) 
We have been given directives to only speak in English. 
(Jenny, 6
th
 April 2009) 
We are told to not talk too much – as to make best value for limited time! 
(Justin, 7
th
 May 2009) 
What is unspoken: Negative feelings tend to be viewed as ‗walking according to the 
flesh,‘ in addition to being viewed as ‗unproductive,‘ ‗complaining‘ and not fulfilling 
the ‗call‘ to ‗ministry‘. 
Participant quotes: 
It gets swept under the carpet here 
(Justin, 7
th
 May 2009) 
Everything is great here [tongue in cheek] 
(Emma, 29
th
 May 2009) 
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Mouth - PAIN: “unspoken” about: Teachers are encouraged not to be negative; a 
repression exists in regard to how they truly feel deep down. A Pain exists on the tip 
of their tongue, in their minds and soul. I wanted to allow their voice of PAIN to be 
represented by the word, ‗PAIN‘ to give them a sense of being able to ‗confess‘ and 
acknowledge what is deep within their members. 
Participant quote:  
No one listens! 
(Kayo, 20
th
 March 2009) 
Red Eyes:  Some participants feel so angry and mad. 
Participant quotes:  
I‟m cross about that, I could punch something! 
(Ben, 15
th
 May 2009) 
Right now, I‟m not all that great, I have not slept, I could seriously burn 
down the school or even better, blow it up! - maybe a cyclone will come and 
wipe it out! 
(Poppy, 27
th
 May 2009)  
Red colour on face: many meanings: 
1. Means everything is coming to a head (literally, and figuratively).  
2. The colour also represents to Christians, the blood of Jesus. To them, ‗by His 
stripes, they were healed‘. If they keep his promise in their mind and keep it 
firm in their soul, then deliverance will come for them. 
3. In this picture red is the dominant colour, symbolising it is a main point of 
contention for the participants as Christians, contrasting feelings related to the 
flesh verses the blood of Christ and His negation of the flesh. 
Participant quotes:  
God always comes through 
(Betty, 16
th
 March 2009) 
His word never fails 
(Sally, 5
th
 May 2009) 
Yellow colour on face: The hope is in the back of participants‘ minds, a hope 
shinning within the heart (however jaded and veiled it may be) that things will 
change. Like the Israelites, God will bring them out of captivity, their soul of 
vexation and the shadows of disillusionment that inflicts the soul. The sun is warm 
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and gives light, God is light and His word for them guides their footsteps. For the 
Christian, He is there in any present time of need. 
Participant quotes: 
It‟s a developing school, things will change! 
(Beatrice, Administrative Assistant, 24
th
 March 2009) 
I am only here until God moves me on! 
(Jill, 20
th
 March 2009) 
God‟s will maybe changing for me! 
(Kim, 19
th
 May 2009) 
Bad times don‟t last forever! 
(Jim 13
th
 May 2009) 
God called the good teachers on, he will call me, too! 
(Emma, 29
th
 May 2009) 
In sum: The drawing represents participants who struggle with their own identity 
challenges as a disciple of Christ. How they in turn deal with forms of disciplinary 
power that places ‗self‘ as ‗subject to‘ and ‗subject of‘ relational flow of power, 
representing spoken vs. the unspoken within the discourse of professionalism. 
Balance and Checks – Value Orientation: For me personally, the red symbolises 
the frustration I felt hearing the pain and anguish of participants.  I felt deeply 
troubled. I often felt within myself a sense of: ―is there a God, if so, why is His 
‗chosen‘ suffering as a form of ‗ministry/calling‘ (job) in a ‗Christian‘ workplace?‖ 
Who is the Christian‘s ‗real enemy‘? Is just doing the job in itself within a Christian 
setting the problem, or a ‗devil‘ that the Christian discourse notes? Some participants 
detail: ‗he (the devil) is alive and active in this place (school)!‘ 
Summing up this drawing in two words, I would use the words pain and 
professionalism. ‗Disturbia‘ conveys the pain, the confusion, and the questions that 
teachers face over their role as a professional within the school. Caught between 
competing discourses and collisions of rationalities, participants struggle to find their 
identity. 
7.6 CONCLUSIONS 
This chapter utilised ethno-symbology, beginning with organisational metaphors – 
hell, storm, maze, disorganisation, and disunity; these all represented a fractured 
system of governmentality. This was followed by two key spiritual metaphors of the 
lion and the serpent which was also extended to the serpents tongue. Participants 
conceptualised disciplinary power as the gaze, and themselves as the ‗constrained 
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self‘. Subsequently, the intersection of these mechanisms was elucidated through a 
number of collages. Having outlined the three parts of the Museum tour, it is now 
time to put all these aspects together and outline the conclusions and implications.  
 
 
 
 
 
 307 
Chapter 8 
Conclusions and Implications 
 
8.0 INTRODUCTION: FRAMING THE DISCOURSE OF 
PROFESSIONALISM 
Prior to outlining the conclusions of the research study, we need to recall that the 
focus question examines how governmentality affects the teacher as a subject within 
the discourse of professionalism. As a result, it is imperative to frame this discourse 
in order to use it as a final reference point in conceptualising the impacts of 
governmentality on teacher professionalism.  
 Professionalism is a problematic term to define and describe, as is its 
relationship to its derivatives and variants: professional and profession (Carr, 2000). 
Further compounding this difficulty is the wide and varied use of such terminology 
from ‗professional athletes‘ to ‗plumbers who are professional‘ to the ‗medical 
profession‘ (Carr, 2000). Despite this difficulty, Carr (2000) outlines five common 
criteria of professionalism: 
1) Essential service - Provide an important, some may say essential, public 
service; 
2) High level of expertise - Involve high levels of expertise, both theoretical 
and practical; 
3) Clearly defined ethics -Have an ethical dimension and a code of 
practice; 
4) System of regulation - Are regulated in terms of recruitment and 
practice; 
5) Professional autonomy - Practitioners have high degrees of individual 
autonomy – use professional judgement. 
These five criteria embody the notion of professionalism quite well, except for one 
other important criterion: collective voice and self determination (Hayes, 2006). 
Given these criteria, a more important question arises, how is professionalism 
determined? Who determines it? 
 One of the major problems inherent in the term ‗professionalism‘ is its 
ambiguity, with the term having different connotations to different stakeholders such 
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as teachers, employers, parents and so forth (Henry, Knight, Lingard, & Taylor, 
2001). Consequently, the term professionalism can become a discursive 
battleground. As an example, Henry et al. (2001) cites examples from Queensland 
and NSW during the early 1980s where the government contrasted the ‗professional 
teacher‘ with the ‗irresponsible striker‘. Thus the notion of teacher professionalism in 
these cases became a discursive weapon aimed at the prevention of industrial action. 
As we shall see shortly, the case of Green Hills is similar in the sense of utilising this 
ambiguity, but in a more indirect way.  
 In order to provide a framework for professionalism, discursive formations 
from the organisation Teaching Australia will form the basis of comparisons. 
Teaching Australia was formed in 2005 and is funded by the Federal Government. 
Although in Australia, teaching is a state responsibility with different rules and 
policies in each state, Teaching Australia aims to work towards a unified national set 
of standards for teachers throughout Australia. Teaching Australia (2008) has 
produced a charter for the Australian teaching profession that encapsulates three 
areas: professional knowledge; professional practice and professional leadership. 
Furthermore, (Mayer, 2009, p. 3) sees professionalism as having five underlying 
principles:  
1)  ―Teaching is intellectual work requiring considered and well informed 
professional judgement…‖ 
2) ―Teachers are researchers and inquirers, both individually and 
collectively…‖ 
3) ―Teachers‘ work is informed by a well researched knowledge base for 
teaching...‖ 
4) ―Teachers‘ work is described in rigorous and well-researched professional 
standards for teaching…‖ 
5) ―Learning to teach is ongoing…‖ 
 Expertise, professional standards, professional judgement and continued 
professional development are key aspects represented that underpin what 
professionals do.  
Let‘s focus for the moment on professional standards which form the 
backbone of current professional discourse. Green Hills‘ home state, Queensland, 
was the first to introduce compulsory registration in 1975 and is regarded as a 
national leader in professional standards (Ingvarson, Elliott, Kleinhenz, & McKenzie, 
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2006). This went one step further in 2006 with the formation of the Queensland 
College of Teachers (QCT) which also looks after accreditation of all teacher 
training courses in Queensland (Ingvarson et al., 2006; QCT, 2006b). Having 
rigorous accreditation requirements and clear standards are essential for gaining 
professional status: 
Claims to professional status are more likely to be taken seriously when the 
profession demonstrates its commitment to articulating and measuring what 
counts as accomplished practice. 
(Teaching Australia, 2009, p. 2) 
Once again we return to the question of how such professional standards are formed. 
In the case of the QCT, this was achieved by a process of consultation mainly with 
professional bodies (QCT, 2006b). Hayes (2006, p. 14) highlights the fundamental 
importance of this notion of ownership over professional standards: 
Standards for the profession should be developed primarily by teachers for 
teachers, though in collaborative ways with stakeholders in the education 
community. They should be developed within „a discourse of the profession‟, 
not imposed upon the profession by others. 
In Hayes‘ (2006) project, voluntary professional standards were developed in each 
subject area in conjunction with teacher professional associations using a grounded 
theory approach of consultation with teachers, reflecting a bottom up rather than top 
down approach to professional discourse.  
 Overall, framing a discourse of professionalism is problematic to say the 
least; nevertheless, a basic framework has been established from the organisation 
Teaching Australia. Having this framework established, we can now move to 
propose final conclusions on governmentality within the studied context.  
8.1 CONCLUSIONS OF ANALYSIS  
Before addressing the research problem as a whole, I will address each of the focus 
questions (analysis) in turn that provide the building blocks for a final synthesis. An 
important caveat to be noted is that these conclusions are context specific. Though 
this may be, detailed descriptions were given in chapters 5 and 6 for further 
comparisons to other parallel contexts.  
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8.1.1 How are Forms of Disciplinary Power and Knowledge 
Constructed in the School Context? 
One of the most significant findings of this research study was the complexity of 
mechanisms involved in disciplinary power. This complexity was lost on participants 
who conceptualised the gaze of disciplinary power like a ‗black box‘. Put differently, 
all they were able to conceptualise clearly was the fact that they were being watched 
and monitored. Recall Foucault‘s (1975) key principles of disciplinary power – 
hierarchical surveillance, normalising sanctions, and the examination. Hierarchical 
surveillance involved practices of direct surveillance, covert surveillance, and 
mediated surveillance (through key informants, students and parents). In essence, 
surveillance practices concurred with Foucault‘s (2006) circular relations of power. 
A model of power relations developed for the context is illustrated in Figure 8.1.  
 
 
Figure 8.1 - Circular relations of power 
On the whole, top down, hierarchical relations of power were very much present and 
cannot be disputed; nevertheless, the flow of power was much more involved. Power 
relations such as surveillance or desired practices, begin with the principal and spiral 
out to senior executive, HoD‘s, teachers and so forth down to students. The spiral 
continues to parents who, when they wish to voice discontent, often go to the 
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principal, as represented in Figure 8.1 by the direct line from parents into the 
principal. Subsequently, changes are made and new practices or adjustments spiral 
out again in a continuous feedback system. Given this spiral, a deeper complexity 
also exists represented by all stakeholders being positioned on lines that cross the 
entire spiral (Figure 8.1). Evidence was found that students provide surveillance 
feedback to their parents who are teachers, HoD‘s or members of the senior 
executive. Aides provide surveillance feedback to parents who approach teachers 
directly or go higher.  
 In dissecting systems of surveillance, Gordon (2002) makes a distinction 
between actual and potential visibility. At Green Hills there was evidence of both 
types; all the same, the most important type of visibility I will conceptualise as an 
‗evidenced visibility‟. Evidenced visibility gives greater potency to potential visibility 
in that it offers a demonstration of proof that involves feedback to participants that 
they are indeed under surveillance. A ‗black box‘ perception enhances the 
effectiveness of evidenced surveillance in that participants can clearly see the 
outcomes of surveillance, yet are unperceptive or even blind to its mechanisms and 
strategies. Such evidenced visibility at Green Hills was achieved through a complex 
network of informants and covert mechanisms.  
 Fundamentally, disciplinary power is an ‗apparatus of normalisation‘ that 
aims to create desired behaviour using notions of truth (Foucault, 2000g, p. 78). Prior 
to looking at how, or the mechanisms of normalisation, it is important to look at the 
notions of truth present. Notions of truth are presented in Table 8.1 below which 
contrast the normalised teacher with the deviant teacher. Essentially Table 8.1 
summarises the major data patterns found in chapter 5 under disciplinary power.  
 Naturally surveillance plays a major role as a mechanism of normalisation. 
Nevertheless, Foucault (1975) argues that normalising sanctions are also required. In 
addition, these are combined with the surveillance to form the examination. 
Normalising sanctions ranged from mild, such as coming under a negative style of 
classification to potentially severe. The importance here is the potential or the 
availability of a sanction rather than actually having to use the sanction. These types 
of sanctions applied to overseas or beginning teachers. Many overseas teachers 
needed an employer to sponsor their visa. If an employer was to stop or withdraw 
sponsorship, they would be forced to either get another employer to sponsor them (in 
itself a difficult challenge) or return overseas. Similarly, beginning teachers need 
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their employer to sign off their proficiency with the Queensland College of Teachers. 
Teachers in this position were aware of the schools potential to affect their careers. 
Hence, just the possibility of exclusion served as a powerful normalising sanction. In 
addition to normalising sanctions, mechanisms of individualisation with staff spaces 
that tended to isolate staff were also present.  
 
Table 8.1 – Notions of truth to establish teacher norms at Green Hills 
Aspect Normalised Deviant 
How teachers should see their role in the 
school: 
Ministry/calling Job/career 
Mentality that teachers should have: Private school mentality State school mentality 
Actions of teachers demonstrating 
mentality: 
Stay behind and leave late Out the gate at 3.30 
Relationship between school and home Blurring of home/school 
boundaries (larger family) 
Separate home and 
school 
Disposition of teachers: Go the ‗extra mile‘, take on 
extra responsibilities 
Do the minimum 
Heart of teachers: Servant heart of God Doing it for the money 
Spirit of teachers:  Positive, thankful spirit Critical spirit 
Adaptability/resourcefulness of teachers  Can ‗teach under a tree‘  Complain about lack of 
resources  
Attitude towards parents Are the lifeblood of the 
school, must be kept happy at 
all times 
Parents have too much 
say in the school 
Response to policies and directives Follow school policies and 
directives 
Resist or defy school 
policies and directives 
Response to hierarchy Obedience Disobedience 
Pedagogy framework Incorporates Christian 
worldview 
Utilises myths such as 
Santa, Easter Bunny 
Teachers spiritual responsibilities Prays for school and each 
student individually 
Neglects prayer 
Collective identity of teachers Loyal to the school, defensive 
of its reputation 
Indifferent or 
slanderous 
 
Findings within this context support Clegg‘s (1998) argument that the presence of 
high strategic agency, indicating self-autonomy, does not imply the negation of 
disciplinary power. In fact, within this context, it was found that disciplinary power 
aimed to shape a specific type of autonomous subject. Once again Table 8.1 outlines 
the truth formations reflecting the type of subject that is desired.  
8.1.2 How are Teachers Enticed or Invited to Construct 
Themselves as Professionals (Technologies of the Self)? 
To answer this question, focus will be on two aspects, ethics and identity. Recall that 
technologies of the self are ultimately a choice (albeit a constrained one) that 
individuals make, yet such technologies are highly interdependent with the context 
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(hence the constraint).  
 Participants in this study were subject to two sets of ethics – professional and 
Christian. Such subjection produced a dual accountability in subjects, as subject to - 
1) doing the best by their students and by nature their profession; and 2) subject to 
God, to be obedient to his will. In general terms, there was, as would be expected, a 
very strong overlap between these ethical sets (Figure 8.2). To do the very best by 
one‘s students, to care for their needs and education is to do the will of God. Such an 
ethic was strongly present in the school and staff, and of course is paramount in 
professional standards (Teaching Australia, 2009). There was however, an important 
point of deviation for some subjects. This had to do with the telos of schooling. In 
other words, were they preparing students for a secular role in the world or for a 
calling in a Christian ministry? Even so, Christian ethics was more problematic with 
participants presenting a further dissection between their Christian ethics and the 
school‘s Christian ethics. Some saw the school‘s Christian ethics as tainted by 
consumerism causing its ethics to fall outside both professional and personal 
Christian boundaries (Figure 8.2). This had both impacts on students by not acting in 
their best interests under parent pressure; and on staff through an indifference to staff 
welfare concerns.  
 Historically, Foucault (1997c) saw that self examination was an important 
technology of the self in Christianity. In general, participants framed this self 
examination more in professional terms rather than spiritual terms. In other words, 
their main focus was on improving aspects of their teaching practice such as 
behaviour management, leadership skills or pedagogy. To a lesser extent, but still 
present was a focus on more spiritual aspects such as developing an area of one‘s 
character. 
 Overall ethical dimensions consisted of three subsets shown in Figure 8.2, 
with a general congruence, yet some aspects of deviation were present. Explanations 
of these deviations can best be described in terms of competing rationalities that will 
be examined in a subsequent section. Deviations between the schools and personal 
Christian ethics were evidenced in feelings of betrayal and pain felt by staff as 
described in chapter 6. These are also foundational in examining the next aspect of 
technologies of the self: identity.   
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Figure 8.2 - Ethical subsets  
Townley‘s (1998) study concluded that often identities in organisations are 
compared to an ideal, and individuals frequently face a degree of insecurity and 
uncertainty seeking confirmation of the self. An ideal image was presented to 
teachers (Table 8.1) through a variety of mechanisms. These included discursive 
formations presented through regular emails, practices of morning devotions, and 
attendance at religious conferences. Furthermore, in similar vein to Townley (1998), 
many participants reported a lack of feedback in how they stood in relation to this 
ideal image which added to their anxiety. Not only does this ideal image create 
anxiety, but Townley (1998) found it is often internalised to constitute their identity, 
the basis of their knowledge of self.  
 One of the most fundamental ideals presented to participants to internalise 
was that of service and servant hood. Case studies of technologies of the self 
revealed that participants did indeed internalise these ideals but in different ways and 
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for different ends. Moreover, internalising the notion of service which led to 
excessive workloads caused subjects to have the identity formation of the 
constrained self. In other words, staff felt bound in how they identified themselves as 
professionals, due to subjecting themselves to these invitations of self formation.  
 Subjecting oneself to an organisation as part of self formation is viewed by 
Deetz (1998) as strategising ones subordination in order to gain a greater reward. For 
participants at Green Hills, on the one hand they did accede by internalising identity 
formations presented; not for reward, but for survival. On the other hand, staff did 
show signs of resistance and agency indicating a more complex relationship between 
disciplinary power and technologies of the self.  
8.1.3 In what ways do Disciplinary Power and Technologies 
of the Self Interact to Reveal a Governmentality that 
Includes Levels of Agency and Resistance?  
Ideally, strategies and mechanisms of disciplinary power that attempt to create a 
certain subject with a given set of norms and behaviors would translate into a subject 
that internalised and continued to develop and transform themselves to achieve these 
norms and behaviours. Simply put, there would be a one to one, or cause and effect 
relationship between disciplinary power and technologies of the self. Yet despite the 
power of the panoptic machine to normalise, we live in the ‗witches brew‘ of reality 
(Foucault, 2000d, p. 233) where we are dealing with live human subjects that have 
free will, resistance and their own sense of agency.  
 Given that subjects are under disciplinary power, in addition to being invited 
to construct themselves in certain ways; ultimately they must make choices 
particularly in relation to their restricted freedoms (Masschelein & Quaghebeur, 
2005). Accordingly, the constrained self must make a series of choices about how 
and when to yield, in addition to how and when to resist. As discussed in chapter 6, 
generally resistance was not active; rather it was more passive and covert, using 
strategies such as non-compliance and withdrawal. Given this, let‘s take a more 
detailed look at what we can conclude about how subjects conceptualise compliance 
and resistance.  
 A major finding was that compliance and resistance was largely formulated 
on ethical principles. This is congruent with Foucault‘s (2007a) notion of spiritual 
counter-conduct based on breaches of ethics. Figure 8.2 demonstrates large areas of 
congruence but also areas of digression. Participants develop their compliance based 
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on several factors. Firstly, many staff were committed to the ideals of religious 
education and the purpose of the school. They saw it as having an important role in 
the world and were committed to developing themselves as the best teachers possible. 
In others words, there was a strong ethical congruence present. Secondly, compliance 
was, as expected based on material needs, as a source of income. Yet for overseas 
teachers it provided much more; a chance to start a new life in a great country. 
Compliance gave them this opportunity. Perhaps one of the strongest areas of ethical 
congruence between personal Christian ethics of staff and the school‘s Christian 
ethics was the ability to teach using the Christian worldview, giving participants a 
sense that they were involved in everyday religious ministry. For some participants, 
especially those who had worked in government systems, this gave them a great 
degree of freedom. Yet this freedom also became a source of constraint. 
 For many staff, their personal Christian ethics saw nothing wrong with 
‗harmless‘ myths such as Santa Claus, the Easter Bunny and so forth. In fact these 
were important to their sense of personal identity. Nonetheless, the school saw these 
myths as a threat to the ‗truth‘ of Christian beliefs and hence staff were constrained 
from teaching them. Also, seeing their teaching as a form of ‗ministry‘ was important 
to teachers, yet this notion of ‗ministry‘ was high-jacked with many other constructs 
of truth (see Table 8.1). These constructs of truth created what staff perceived as 
breaches of ethics.  
 Resistance therefore was conceptualised in terms of these ethical breaches. 
Specifically, staff felt unethically treated in terms of workload, lack of support, being 
under resourced and finally the executive being indifferent to their struggles. Some 
participants even described the unethical treatment and practices as ‗evil‘. In 
response, staff used absences to recharge, survive, and recover from being 
overworked. Additionally, participants used these ethical breaches as a justification 
to withdraw, withdrawing from self-disclosure, extra work or extra time at school. 
Resistance such as forms of dress, involved an intent not to be fully entangled with 
the collective identity, particularly in relation to what was seen as ‗tainted‘ school 
ethics. Here it was perceived that all the school cared about was numbers and growth 
at the expense of an ethic of care. In essence, these ethical breaches formed the basis 
of counter-discursive rationalities that were able to justify resistive action (Foucault, 
2007a). Furthermore, resistance as Gordon (2002) indicates also involved a degree of 
visibility where ethical breaches were clearly visible and in fact were under the 
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‗surveillance‘ of teaching staff giving further legitimacy to this form of counter 
power. This is conceptualised in Figure 8.3 as a two way visibility, both top down 
and bottom up.  
 How do these forms of resistance compare with the literature? P. Patton 
(2005) described appeals to the sovereign authority as a more archaic form of 
resistance that were based on rights (such as being an employee). For all that, P. 
Patton (2005) argued that this form of resistance is largely ineffective, particularly 
against more sophisticated forms of disciplinary power which are indeed evident at 
Green Hills. Yet participants did use this strategy albeit in a completely different way 
as conceptualised by Foucault or outlined by P. Patton (2005). Rather than appeal to 
a natural sovereign authority based on rights as employees or even as professionals, 
subjects appealed to the ultimate sovereign authority – God, not in relation to their 
rights or roles as professionals, rather in relation to ethical principles as illustrated in 
Figure 8.3. Through withdrawal, staff were able to modify their actions in order to 
better cope with the pervasive influences of disciplinary power.     
 Further strategies outlined by Foucault include tactical reversal and self 
formation (Thompson, 2003). Although tactical reversal is present to some degree in 
the form of non-compliance (such as teachers speaking their native tongue), 
Thompson (2003) criticised it as being overly simplistic and over emphasising force 
relations, which in the case of Green Hills were generally passive rather than active. 
Hence self formation provides a better model of the complexities involved in 
resistance. Participants used resistance through non-compliance not to defy but to 
protect and maintain their own identity formation. South African teachers seemed to 
speak their native tongue to protect their identity which they indicated in interviews 
that they were proud of. Likewise, dress resistance is used to maintain a sense of 
personal identity apart from what is imposed.  
 Self formation was also present in more imaginative ways especially through 
truth games or modifying orientations of truth in a similar fashion outlined by 
Petersen (2003). To exemplify, servant hood was a key discursive norm transmitted 
and modified through the gaze which participants internalised; yet in different ways 
and for different purposes. Another case in point is covert photocopying which went 
against directives of protecting limited resources, yet was completely congruent with 
looking after the needs of students and serving them as the best teacher possible. As 
indicated in Figure 8.3, higher ethics resulted in techniques of self formation that led 
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to modified identity, varying on the aims developed through stratagems of 
disciplinary power.  
 
 
Figure 8.3 - Model of strategies of teacher resistance 
 Subjects complied and at the same time were able to resist and did resist; yet 
simultaneously were constrained which was reflected in feelings of pain. Such 
contradictory notions support Davies (2006) concept of agency as fragmented and 
occupying multiple discursive positions simultaneously. The constrained self adopts 
a form of agency that had an ongoing form of tension that represents unresolved and 
perhaps even unresolvable ethical conflicts; and despite this, subjects continue within 
the institutional environment subjecting themselves to mechanisms of disciplinary 
power as well as wider systems of governmentality. Consequently, we have Davies 
(2006, p. 17) ‗paradoxical simultaneity of submission and mastery‘ where subjects 
must first subordinate themselves and then find avenues of resistance as illustrated in 
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Figure 8.3.  
 Finally Thompson (2003) conceptualises subordination or dependency using 
two constructs; the master (in the monastic tradition) or the expert (in the scientific 
tradition). Based on the lion metaphors, subject‘s subordination was based on 
spiritual authority (the master) rather than on professional expertise. In fact, 
participants questioned many of the rationalities, viewing them as flawed. Overall, 
agency in this context supported Davies et al. (2006) paradoxical notions of 
simultaneous compliance, resistance and constraint. 
 8.1.4 What Contribution can a Foucauldian Analysis Afford 
Educators in Conceptualising Teacher as a Professional 
(Subject) Within the Institution? 
 
If one were to look at the critical ethnographic case study in isolation, it would be 
easy to be surprised and perhaps alarmed at some of the systems of governmentality 
present particularly in terms of their negative impact on teacher professionalism. 
Nevertheless, on inspection of the broader historical context, these systems are not 
unexpected given earlier discursive formations and social practices. The following 
models overview the historical influences on the teacher at Green Hills. Importantly, 
these models are context specific, and while they may share similarities with similar 
contexts, they certainly cannot be generalised to private schools or even Christian 
schools.  
 Having Christian origins, discursive formations were influential on early 
teachers and still there was a strong congruence between Christian and professional 
discourses with teaching being seen as a profession done ‗unto the glory of God‘. 
Although the nature of service and servant hood changed over time it remains an 
important discursive influence in Christian discourse albeit in different forms in 
varying contexts (see Figure 8.4). Continuing to examine Figure 8.4, we can 
conclude that discursive assaults on Christian discourse were significant in their 
shaping, especially when framed as counter-discourses. Consequently, there is a need 
to outline the influences of these two major discursive assaults.  
First, assaults of literary criticism, secularism and naturalism on Christian 
discourse as a whole were significant in elucidating the counter discourse of 
fundamentalism (Hood, Hill, & Williamson, 2005). Fundamentalism led to the 
construction of fundamentalist hermeneutics which forms the framework, not only of 
 320 
how [at Green Hills] they teach their students, but also of defining the context in 
which teachers must work. The impact of fundamentalist hermeneutics on teachers 
will be outlined in more detail under the spiritual authority model; suffice to say at 
this stage that as a counter discourse, fundamentalism is not only reactionary to 
assaults, but also proactive and protective of ‗the truth‘.  
 
Figure 8.4 - Historical discursive influences on the teacher at Green Hills 
 Second, we have the assault of professional discourses which in essence is 
viewed as placing the teacher above the parent. Christian discourse views the parent 
as the first and primary educator and this was also the case based on documentary 
evidence at Green Hills. Table 8.2 summaries how the professional image is viewed 
as a threat according to Weeks (1990). 
Table 8.2 – Professional verse Counter professional discourse 
Professional Counter-professional 
Professional wall Biblical fellowship 
Anti-cooperative Co-operative 
Enemy Servant 
Threatens parent responsibility Fulfils parental responsibility 
Mystique about role Concrete roles 
Teachers as experts not corrected Right to correct teachers as ‗brothers‘ 
Teacher eminent Parent eminent 
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While it is short sighted to say that professionals and parents cannot work together in 
harmony, Table 8.2 is useful in that it presents poles from which to conceptualise the 
parent teacher relationship. At Green Hills the notion of ‗professionalism‘ is not 
attacked directly in the manner that Weeks (1990) exemplifies. Such a direct 
discursive assault on professionalism would be untenable given the sovereign and 
bio-political authority of the Queensland College of Teachers over all schools in 
Queensland. Instead, professional discourse is, on the whole, quietly displaced and 
substituted with notions of servant hood and parental importance and influence. 
Overall, clear evidence exists that these counter professional discourses have affected 
the role of teachers at Green Hills (see Figure 8.4). 
 Green Hills exists as a low cost private school alternative that relies very 
heavily on government grants. In Australia, as we saw in chapter 5, private schools 
struggled for many years and it was only with the increase of Federal Government 
funding in recent years that enabled small private schools such as Green Hills to 
exist. Figure 8.5 overviews the progression of private schooling in Australia. The 
impetus for private school formation away from secular schooling was initially 
driven more by other factors such as status and standards and then later by threats to 
Christian discourse.  
For many years private schools struggled and only in recent years under the 
influence of neo-liberalism, and then even more recently right wing Christianity, did 
the climate exist for smaller independent schools such as Green Hills to subsist. 
What this tells us is that a range of Federal Government rationalities had a major 
impact in recent years and there is every indication that this level of support will 
continue, yet it will continue to be resisted by the Australian Education Union (AEU) 
who support public education. In the next section, I will explore fully the 
implications of these consumer rationalities that not only allow the school to exist but 
also heavily influence the way it is governed.   
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Figure 8.5 - Historical overview of private schooling in Australia 
Finally, we need to look historically at the influences of spiritual authority 
and pastoral power, which as we shall see, are fundamental to governmentality. 
Figure 8.6 outlines the major flow of spiritual authority and practices as they relate to 
Green Hills. Beginning with Paul, who according to Castelli (1991) utilised a form of 
pastoral power ―Imitate me, just as I also imitate Christ‖ (1 Corith. 11: 1, New King 
James Version). Essentially, spiritual authority is maintained throughout history 
through the Church fathers, monastic traditions and even the friars (Figure 8.6).  
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Importantly, influences of spiritual practices do not just stem from the 
protestant reformation, but also the counter-reformation under the influence of St 
Ignatius Loyola, whose Spiritual Exercises became an important model of pastoral 
power. At Green Hills, spiritual exercises or ‗confessions‘ were present in the form 
of self appraisals. Also present were Luther‘s notions of work, even mundane work, 
as a calling done unto God. Not only that, but the fundamentalist hermeneutics 
whose development is illustrated in Figure 8.4 also formed an important influence on 
spiritual practices. Overall, Figure 8.6 helps to trace and conceptualise some of the 
discursive formations (such as teachers work being a ministry) as well as practices 
(such as one sided communication with the emphasis on written forms to highlight 
spiritual authority).  
 
 
Figure 8.6 - Development of spiritual authority and practices 
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8.2 CONCLUSIONS OF SYNTHESIS  
Having addressed each the focus questions, it is time to synthesis all these aspects to 
take a holistic look at the question: 
How do the internal and external dynamics of power and 
knowledge/truth operate and function to affect the teacher (as a subject) 
within the discourse of professionalism?  
To begin, I will take a broad overall look at addressing this question through the use 
of a model. Since teaching in Queensland is highly regulated, teachers come to the 
school with a high level of knowledge from a professional university with a 
recognised qualification, in addition to meeting and adhering to Queensland College 
of Teachers (QCT) professional standards via mandatory registration. To be clear, 
teachers are recognised through rigorous processes of training and registration, as 
professionals, and members of a professional body, namely the QCT (see Figure 8.7). 
Nevertheless dynamics of power and counter professional discourses of truth, acting 
within the context itself, impact on professionalism by displacing professional 
identity. This provides an overall, big picture if you like.  
Figure 8.7 - Overall look at governmentality at Green Hills 
 Now to the issue of how professional identity is displaced. Following are two 
models adapted from governmentality frameworks (Dean, 1999; Simola et al., 1998).  
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Figure 8.8 provides a theoretical basis for governmentality as outlined in the chapter 
introduction (Carr, 2000; Mayer, 2009 Teaching Australia, 2008, 2009). While by no 
means negating institutional forms of power (disciplinary power), professional 
discourse alludes to broader systems of governmentality; in particular, managing the 
entire teaching population through mechanisms of bio-power (standards and 
regulations) (Curtis, 2002; Foucault, 2003; Perron et al., 2005; Sinnerbrink, 2005). In 
this model, standards (classification systems – taxonomia) are established by the 
governing body (i.e. the QCT) and then regulated through registration and data 
collection (data collection systems – mathesis) on aspects such as professional 
development (Sinnerbrink, 2005). 
 
Figure 8.8 - Professional model of governmentality 
 Truth in this model is formed by a professional body outside and independent 
of the institution, yet in consultation with key stakeholders. Truth formations take the 
form of professional standards and a professional charter that governs the entire 
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teaching population. The professional develops the self through practices of 
professional development and reflective practice with the ultimate goal of 
professional practice and teacher leadership. One final word or caveat is needed 
before looking at the actual model of governmentality at Green Hills. This model 
(Figure 8.8) is a theoretical or discursive framework of the relationship between 
power, truth and the self as it relates to teacher professionalism. It does not 
necessarily reflect what is actually present, even in state or other private schools. 
Nevertheless, it provides a model that is research based and reflects current practices 
of the QCT, thus providing an invaluable comparison to the actual model of 
governmentality.  
  Figure 8.9 outlines the actual model of governmentality as it impacts teachers 
within the discourse of professionalism, inside the institutional context at Green 
Hills. Beginning with power, institutional forms of power are very significant here. 
Disciplinary power is used to help normalise certain practices and behaviours (Table 
8.1) primarily using mechanisms of surveillance but also other mechanisms such as 
distribution, classification and regulation.  
No doubt, some form of disciplinary power is present in all institutions and is 
not necessarily a negative construct; it is a creative force used to normalise 
behaviour. The key problem is not the presence of disciplinary power per se, rather 
the way in which it is used and its relationship to the discourse and ‗truths‘ of 
professionalism. In this context, truths of obedience, servant hood, and ministry were 
all emphasised rather than professionalism itself. Why? One possible reason is that 
professional discourse is very much externally regulated (i.e. by the QCT), whereas 
an alternative, religious discourse allows knowledge and truth formation to be 
retained within the institution itself.  
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Figure 8.9 - Actual model of governmentality at Green Hills 
 Although disciplinary power is a potent and useful means of creating the self 
regulating subject, Foucault (2000a) in his later work made it clear that broader 
systems of governmentality were needed. Notions of truth for teacher norms as 
outlined in Table 8.1 not only include actions, but also attitudes and dispositions that 
are not only achieved through disciplinary power but also pastoral power. Foucault‘s 
(2000c, p. 298) pastoral power is best summed up in his phrase ‗Omnes et 
Singulatim‘ (All – collectively, and individually).  
 Although pastoral power has been outlined and analysed elsewhere, briefly, it 
seeks the good of the whole through the ‗salvation‘ of each individual. At Green 
Hills each subject (sheep) including the principal (as the shepherd) is expected to 
sacrifice through low pay, service and inadequate resources. In addition, the good of 
the whole comes first over that of the individual and yet through this service and 
sacrifice of ‗ministry‘ one fulfils their divine ‗calling‘.  Mechanisms of pastoral 
power, such as self appraisal, represent a form of ‗confession‘ that whilst containing 
professional discourses, focuses on actions, attitudes and dispositions specific to the 
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religious values, and more specifically needs of the institution. Furthermore, teachers 
are continually presented with an image of an ideal teacher through many avenues 
such as sermons at morning devotion, daily email reminders, and documents such as 
newsletters and handbooks.  Given this, we need to turn to the governmental 
rationalities that lead to these formations of truth including images of the ideal 
teacher and specific confessions.  
 As indicated in Figure 8.9, there are two broad rationalities that govern the 
formation of truth at Green Hills – spiritual and consumer rationalities. In many ways 
these two rationalities are mutually interdependent and reinforcing. In terms of 
spiritual rationalities, Green Hills has a commitment to outreach, to influence as 
many lives as possible with ‗the truth‘. This is entirely congruent with its fast growth 
consumer rationality that aims to increase the growth and prosperity of the school 
primarily through per capita (per student) government funding. To achieve this goal, 
fees are kept low in the attempt to use market forces to attract the maximum number 
of students. Thus, by undercutting the competition, or alternatively providing a 
private school option for those parents who have traditionally viewed private 
schooling as unaffordable, the school has seen sharp growth in its short history.  
 While this strategy is very effective for growth, it creates a significant 
shortfall in total revenue compared to other private schools. In conjunction, 
significant growth has meant significant investment in infrastructure putting an 
overall strain on resources. Here is where we return to the spiritual rationalities and 
discourse which are in many ways driven by consumer rationalities. Given that 
teachers are significantly underpaid so that the school can survive on reduced 
revenue, this means a rationality of servant hood and sacrifice is needed. Insufficient 
finances are available to properly resource teachers in their professional capacity. 
Therefore, we have the discourse that a good teacher ‗can teach under a tree‘. 
Shortfalls in staff are met by promoting a servant heart of God mentality which 
encourage staff to do extra lessons. Moreover, keeping revenue by keeping parents 
happy is seen as paramount. Nevertheless, the telos of the school is fundamentally 
spiritual, namely to ‗build the kingdom of God.‘ 
 Teachers as subjects must construct themselves within the framework of 
these two interdependent rationalities, so we have the formation of the constrained 
self; constrained in professional status (low income); constrained through lack of 
resources; constrained through discourses that increases their workload to meet the 
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lack in the school; constrained through this tension of consumer rationalities driving 
spiritual rationalities leading to perceived ethical breaches. Internally, staff still have 
a strong professional commitment and many seek to develop themselves as 
professionals using both secular (professional development) and Christian (prayer) 
technologies of the self.  
 On inspection of this complex interplay of governmental rationalities, it is 
clear that while influenced to some degree by leadership, they extend well beyond 
the role of leadership within the school. Therefore the fundamental governmental 
framework is not simply the product of leadership, rather a product of complex 
rationalities aimed at the schools survival and growth.  
8.3 IMPLICATIONS FOR TEACHER PROFESSIONALISM 
I will begin by depicting the implications within the specific context which then can 
be broadened to parallel contexts. Conceptualising professionalism as a journey 
(Figure 8.10), teachers enter the profession with professional qualifications and 
professional recognition of practice, albeit provisional registration in the case of 
Queensland. These professional standards and qualifications in Figure 8.10 have 
been referred to as the backbone of professionalism. However, when teachers entered 
the context of Green Hills, a whole series of contextual constraints developed 
through alternative discourses and social practices. As discussed, a combination of 
spiritual and consumer rationalities guided the formation of these constraining 
alternative discourses and practices, leading teachers feeling trapped between ‗a rock 
and a hard place‘ (Figure 8.10). What this means is that the promise of the profession 
which many participants had strongly internalised and hoped for, became obscured.  
As discussed in chapter 3, transferability is achieved through context specific 
knowledge‘s. Based on internal evidence, some participants made it clear that other 
Christian schools were very similar, ‗all Christian schools are the same‘. Others 
however, described it as different to their previous experiences. On the whole 
though, internal evidence is present that says other institutions do exist, that have 
similar mechanisms of governmentality. What this means is that while generalisation 
is not possible, this case study does provide many lessons and parallels to similar 
contexts, especially low cost, private fundamentalist schools. 
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Figure 8.10 - Implications for professional journey 
8.3.1 Implications for the Discourse of Professionalism 
To assess implications within the discourse of professionalism, there is a need to 
look at multiple concepts of professionalism including both idealistic and critical 
formations (Evetts, 2009; Gewirtz et al., 2009). Evetts (2009) outlines three 
developments in the way that professionalism is interpreted.  
 Firstly, professionalism can be seen as an occupational value (Evetts, 2009). 
This notion stems from early US notions of professionalism that value trust, 
competence and cooperation (Evetts, 2009). Such attributes are characteristic of 
more idealistic notions of professionalism. In his book Professionalism: the third 
logic, Freidson (2001) notes that the logic (or what Foucault would term rationalities) 
for work can be based on the market, the organisation or the profession. Freidson 
(2001) favoured the third logic of the profession, as an ideal, where workers were 
licensed, yet had significant autonomy and minimal imposition of rules.  
Professionalism from this view point not only favours a high degree of autonomy, 
but views autonomy as a core component of professionalism (Evetts, 2009; Freidson, 
2001; Gewirtz et al., 2009). 
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 Secondly, professionalism can be seen as an ideology, focussed on promoting 
self interest and gaining status (Evetts, 2009). Although, such a view concentrates on 
the practitioners of professionalism, Evetts (2009) argues that a case can also be 
made that this is also in the best interests of the public. In particular, strategies used 
for gaining status include rigorous training and entry requirements, as well as high 
standards. 
 Thirdly, professionalism can be interpreted as a tool for occupational change 
and social control (Evetts, 2009). In this case, notions of disciplinary power are most 
relevant. In fact, the discourse of professionalism is modified as an important 
disciplinary mechanism (Evetts, 2009). Specifically: 
When the discourse is constructed „from above‟, then often it is imposed and 
a false or selective discourse is used to promote and facilitate occupational 
change (rationalization) and is a disciplinary mechanism of autonomous 
subjects exercising appropriate conduct.  
(Evetts, 2009, p. 22)  
Clearly, the imposition of discourse and the creation of an alternative discourse was 
evident at Green Hills to create individuals who construct themselves in a certain 
way. Nevertheless, using the discourse of professionalism may be fairly widespread. 
In a case study of New Zealand schools, Lewis (2004) notes the use of political 
authority in the interplay of discourse, expertise and practices that attempt to shape 
human conduct by getting people to act on and transform themselves.  
8.3.2 Professionalism and Neo-Liberalism 
Given that the third type of professionalism is dominant in the studied context, we 
need to ask, why does professionalism seem to be interpreted as occupational change 
and social control? Beginning at the broader level, neoinstitutionalists argue that 
sociology of organisations is externally constructed by forces upon the institution 
such as state regulation and market forces (Arum, 2000; Kraatz & Zajac, 1996). 
Researchers have found that private schools are very influenced by market forces 
(Chubb & Moe, 1988), and as a result are becoming more corporation like (M. 
Simons, 2002). This is not only the case with private schools, but recent reforms 
across many western nations have seen many public sector organisations, such as 
schools, becoming subject to quasi-markets and hence promoting parent interest and 
parent choice (Lingard, 2009). Both these assertions were supported in this study. In 
addition, many parallels were found with Moos‘ (2005) study of the Danish school 
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system where greater neo-liberalism resulted in an increasing focus on economic 
values at the expense of social ones. Similarly, in a study of New Zealand reforms, 
Lewis (2004) argues that neo-liberalism has greatly affected schools with education 
becoming a commodity through the emphasis of parent choice.  
 Coupled with neo-liberalism, Clarke (2009) remarks that professional 
authority and autonomy have been under threat. In other words, is the professional 
really the expert they claim to be? More specific to the studied context of Green 
Hills, consumer rationalities heavily influenced spiritual rationalities that were used 
to keep the school afloat. This parallels Clarke‘s (2009) sentiments, which also 
adopts Foucault‘s knowledge/power framework to point out that professional 
autonomy as a truth must also be balanced with organisational success and consumer 
(parent) demands. Studying the context of Green Hills exposed ethical breaches that 
tended to protect the interest of the consumer (parent) over the professional 
judgement of teachers or even in some cases, the best interests of the child, thus 
reflecting a clear challenge to professional autonomy and authority as indicated by 
Clarke (2009).  
 By and large we see the influence of neo-liberalism, leading to the dominant 
role of the market. In fact, Lewis (2004) argues that the market becomes an apparatus 
of control that leads to organisational self interest, which in turn creates surveillance 
and other regulatory effects. In the case of Green Hills, the role of market forces 
actually penetrates, and heavily influences the institutional governmentality. This 
reflects the reality of neo-liberalism and its impact on teachers: 
…as well as facing demands that stem from state regulation and competition, 
teachers have also had to respond to other demands stemming from broader 
social changes. These include greater public scepticism towards professional 
authority combined with a culture of consumerism…that [is] more responsive 
to diverse social and cultural identities… 
(Gewirtz et al., 2009, p. 5) 
Lingard (2009) agrees that neo-liberalism has had a deep impact on teacher identity 
and professionalism. This was certainly the case with the given context which was 
heavily influenced by consumer rationalities.  
8.3.3 Professionalism and Trust (Social Capital)  
In addition to increasing priority being given to economic values, another 
consequence found in Moos‘ (2005) study was the negative impact on internal trust 
attributed to increased external accountability. Although Moos (2005) study is based 
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on state wide system accountability, again there are important parallels. Green Hills 
as a private school has a high degree of external accountability, not so much to the 
state as was the case in Moos (2005) study, but more so to the parents. In similar 
fashion, this external accountability to parents resulted in a fracturing of internal 
trust.  
 Trust and trustworthiness are key aspects of social capital (Coleman, 1988). 
Fukuyama (1999) also sees the growth of neo-liberalism and free market values as 
having an eroding force on social capital through the promotion of excessive 
individualism. The very different cases of Green Hills, a private religious school, and 
Moos (2005) study of a state wide school system, both strongly support Fukuyama‘s 
(1999) assertion that neo-liberalism and excessive external accountability, whether to 
a state or to parents, erodes trust within the institution itself. I think the key word 
here is excessive. No one can argue against the importance of accountability, 
however, this study coupled with Moos (2005) would suggest that the assumption 
that, the more accountability the better the outcome, is flawed. This is a critical 
finding and significant implication. In an age where accountability is seen as 
paramount, and there is much talk of league tables in Australia, excessive 
accountability regardless of its form will impact negatively on internal trust.  
More specifically, how is internal trust and social capital affected? Recall that 
Bryk et al. (2002) conceptualised relational trust as a complex network of relational 
ties similar to Foucault‘s (2006) network of relations. Relational trust seems to be 
lacking at Green Hills. In particular, staff have voiced concern over the lack of an 
ethic of care toward them. Bryk et al. (2002) are also clear that when mutual 
obligations are not met, relational trust is eroded. This is particularly the case given 
the additional religious dimension present at Green Hills that comes with a relational 
trust expectation to ‗do what is right‘ (Bryk et al., 2002, p. 15). So the question 
arises, what underlies this erosion of trust? 
First, Bryk et al. (2009, p. 138) when outlining the ‗microdynamics of trust‘ 
make it clear that organisational structures and trust are based on a set of mutual 
interdependencies. What we seem to have at Green Hills is an attempt to skew these 
interdependencies. On the one hand, discourses emphasise staff dependence on the 
school both financially (during Global Financial Crisis) and spiritually (to fulfill the 
calling of God). On the other hand, the value or dependence on staff seems to be de-
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emphasised.  In other words, the impression is given that staff are expendable and 
can be replaced.   
Second, relational trust is based on ‗social respect‘, in particular allowing a 
genuine voice (Bryk et al., 2009, p. 138). As we have seen, voice at Green Hills 
appears to be very one sided with staff concerns appearing to be often disregarded. 
Once again, this undermines relational trust and social capital. After all Bryk et al. 
(2009) argue that it is these day to day exchanges, these small events and interactions 
that either build or erode relational trust.  
Third, relational trust is built on integrity (Bryk et al., 2009). Let‘s be 
perfectly clear what we mean here. Systems of governmentality have been set up at 
Green Hills with the best of intentions, to build God‘s Kingdom. It is not for profit 
company, there are no tele-evangelists seeking money, so in that respect the integrity 
of the school itself and its executive are very high. Nevertheless, as previously stated, 
staff perceive a misalignment of the schools goals that are reflected in the way they 
are treated. Bryk et al. (2009, p. 139) ask, are we ―aligning ‗the walk‘ with ‗the 
talk‘‖? Staff seem to have answered no to this question. In other words, the intention 
(which is good) does not seem to line up with the systems of governmentality (which 
are causing staff distress and hindering their ability to do their job). 
Given this underpinning of relational trust we must ask, what are the 
consequences? Bryk et al. (2002) argue that when expectations are not met in 
organisations, then relationships are weakened and in more extreme cases totally 
severed. As we have seen in the case of Green Hills, passive withdrawal as a key 
strategy of resistance which seems to confirm a fracturing of relational trust. This 
fracturing of trust can in turn undermine school effectiveness (Kruse & Louis, 2009). 
The mechanism here is creating teacher isolation which prevents teachers from 
developing effective professional communities within the school (Hargreaves, 2001; 
Mulford, 2007)   
Now even if relational trust is eroded, isn‘t there at least other forms of trust 
such as contractual trust? Yes, however, Bryk et al. (2002) argue that contractual trust 
within schools is difficult given the nature of education (no clearly defined product). 
Also Moos (2005) conceptualised trust along two lines 1) Particular trust – 
interpersonal trust built through face to face interaction and shared interest or culture; 
and 2) Generalised trust – depersonalised trust that comes from functions or practices 
of institutional mandates. Green Hills must rely more on generalised trust which as 
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we have seen is problematic. At Green Hills, with strong Christian underpinnings 
you would expect a higher than normal level of particular trust. Particular trust was 
high, but only between certain sub groups, meaning Coleman‘s (1988) radius of trust 
was small. Given the importance of social capital as a productive entity (Coleman, 
1988), a small radius of trust, a lack of particular trust and even an undermining of 
generalised trust has important implications for professionalism. This is particularly 
the case since trust and autonomy are closely linked: 
For teachers, in other words, a concern with „doing a good job‟ cannot be 
separated out from a concern about individual and collective teacher 
autonomy and teacher power… 
(Gewirtz et al., 2009, p. 4) 
Essentially, reducing levels of teacher autonomy reflects an erosion of teacher trust. 
Teachers need to be prompted, watched and regulated to ensure they are meeting 
professional norms.  
8.3.4 Professionalism and Voice 
Internal trust and social capital are also affected through the construct of voice. 
Voice can be constructed along two dimensions, internal voice and external voice as 
illustrated in Figure 8.11. Hannaway (1993) notes that decentralized structures 
provides numerous openings for internal voice at lower levels of the organization, 
whereas a more centralized structure provides fewer points of entry at higher levels 
in the organization. Internal voice is also a product of many other systems as well as 
leadership itself. At Green Hills, the rationalities and mechanisms of governmentality 
resulted in a closed internal voice, even though there were pseudo mechanisms that 
gave the appearance of openness. In chapter 7, external voice was represented using 
Hatch and Schultz‘s (2008) model of openness in relation to its stakeholders, namely 
parents. In essence, a simple 2 x 2 model (Figure 8.11) of voice illustrates that there 
are four possible combinations of internal and external voice. It stands to reason that 
fracturing of internal trust would be associated with a closed internal voice. One 
important point on the model presented in Figure 8.11, voice means genuine voice; in 
other words, from voice there exists a strong impetus for change as opposed to 
pseudo voice that has no impact. Consequently, an organisation that promotes 
internal voice that is not genuine would be classed as closed. 
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Figure 8.11 - Organisational voice 
Overall, Green Hills fits into the top left category of being very open to stakeholders 
(parents) while being internally closed to staff. State schools would be more likely to 
have a closed external voice as Putnam and Goss (2002) indicate that they tend to be 
more inward looking. Nevertheless, this brings us to the next issue of how external 
accountability and voice coupled with fractured internal trust impacts on 
professionalism.  
8.3.5 Overall Impacts on Professionalism  
Being committed to the welfare of clients, both students and parents, is an important 
part of professionalism (Teaching Australia, 2009). Equally important is staff 
collegiality where staff can work together to enhance knowledge, practice and 
professionalism in general (Teaching Australia, 2009). In the context studied, the 
later of these aspects was not present or supported by the systems of 
governmentality. Fractured trust within the institution has led to significant levels of 
disunity undermining teachers‘ ability to work in a collegial fashion. In terms of 
client welfare, teachers were very committed to the welfare of their students and 
doing the very best by and for them. Even so, many feared the excessive power and 
influence of parents. The school was aware of this problem and had future plans to 
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educate teachers on being more proactive in their dealings with parents. 
Nevertheless, the fundamental rationalities governing the importance of keeping 
parents happy remain, and while such measures to improve parent/teacher 
interactions are positive, the full extent of their impact remains to be seen.   
 Normalising certain behaviours through disciplinary mechanisms also has an 
undermining effect on teacher professionalism as Mayer (2009, p. 7) illustrates: 
Linking teaching to rewards and sanctions for compliance/non compliance 
„does not promote a view of teaching as intellectual work involving 
professional judgement‟  
Mayer (2009) makes it clear that many of these rewards and sanctions originate at 
the state level; in essence they are a form of bio-power which extend and are 
implemented in institutions through systems of disciplinary power. At Green Hills 
rationalities that specified normalised behaviour originated within the institution, 
nevertheless, ‗good‘ teaching was linked to how well teachers complied with the 
stated ideal. From this we see that a major aspect of professionalism, autonomy and 
professional judgement is undermined in preference for institutionally based 
standards. This brings us to the next point about the formation of professional 
standards. 
 In a study using grounded theory research, Hayes (2006) concluded that the 
development of professional standards should be driven by professional associations 
and teaching professionals. At Green Hills we see the imposition of additional 
standards. What is particularly interesting in this study is the fact that professional 
standards are independent of the institution (set by the QCT), govern the institution 
and yet a displacement of standards for alternative discourses is easily achievable 
within the institution. The problem is partly due to the fact that the QCT standards 
(QCT, 2006b) have a much more narrow focus than the proposed national standards 
(Teaching Australia, 2008, 2009). QCT standards (QCT, 2006b) focus on 
professional practice and professional development, neglecting professional status 
and autonomy of teachers. Whereas Teaching Australia embodies a wide range of 
professional discourse that also seeks to ‗build morale through recognition‘ and 
‗enhance status‘ (Mayer, 2009), while also addressing wider issues of concern to 
professionals themselves such as: income, professional autonomy and collegiate 
behaviour (Teaching Australia, 2009).  
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 Overall, models of governmentality in schools have the potential to either 
support or undermine discourses of professionalism. This study has looked in depth 
at one particular modern day institution and how discursive influences conjoined 
with practices have displaced notions of professionalism creating negative 
repercussions particularly in the fracturing of internal trust and social capital. Even 
so, there were a complex web of factors both within and extending beyond the 
institution that have contributed to the current system of governmentality. Not only 
that, but these governmentalities are historically contingent and so must be viewed in 
their broader context.   
8.4 LIMITATIONS 
Before looking to the future it is imperative to acknowledge several important 
limitations, the first being ethics. Protecting the identity of the school and all 
participants was a very high priority. However, this did mean trade-offs in terms of 
what could be presented. While some aspects would have provided valuable insights 
into governmentality, they were considered too ethically tenuous and thus were 
withheld. In addition, certain aspects needed to be presented in creative ways with 
less specificity, yet it was ensured that the overall effect was protected. Nevertheless, 
multiple and detailed perspectives were presented to ensure that overall, no important 
insights were lost.  
 Although Green Hills is a non-denominational school, it is based on a specific 
denominational sect. Historical analysis of this sect revealed other important insights; 
nevertheless, these insights could not be presented without jeopardising the identity 
of the school. Therefore, a decision was made to withhold this historical data. Similar 
insights were still gained from a more generalised historical analysis that indirectly 
focused on dimensions and beliefs congruent with the denomination, but without 
referencing the specific history of the sect.  
 Finally, the sample size (one school) in the study is also an important 
limitation. While other fundamentalist schools may share similar characteristics of 
governmentality, replication is needed. Comprehensive studies are also needed from 
other Christian schools to determine points of similarity and difference.  
8.5 WHERE DO WE GO FROM HERE? 
Given that this study involved a specific case of a private religious school, further 
research in the area of similar or even divergent private and public schools would be 
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useful in comparing and contrasting rationalities and practices and their impact 
within the discourse of professionalism. Impacts of governmentality during reforms 
within specific institutions is also worthy of further investigation. 
 The omission of leadership as discussed in chapter 1 was important in order 
to remain in the confines of the governmentality framework. Nevertheless, this 
dimension is worth exploring especially in terms of defining the parameters in which 
leaders are bound to systems of governmentality and how they, like the subjects they 
govern, can creatively circumvent systems and reform discourses of truth.  
 Overall, there is a plethora of theoretical material on Foucault‘s notions of 
governmentality and power. However, what is lacking are specific case studies 
within institutions. Multiple case studies of institutions using Foucault‘s frameworks 
would provide additional insights into how different systems of governmentality 
impact teaching professionals. Given the experiences of this study, any similar case 
studies must appreciate the depths of time and complexity needed to unravel how the 
system operates. Having clear pre-defined frameworks was essential in order to 
conceptualise the complex mechanisms present.  
 Finally, this study also adds weight to the accountability debate indicating not 
only that aspects of neo-liberalism undermines professionalism, but also revealing 
the context specific mechanism of how this actually occurs. Consequently, any future 
policies that seek to open teachers up to market reforms need to carefully consider 
the potential negative impacts on professionalism and of course teaching and 
learning.  
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Appendix A – Frameworks 
 
Framework 1 
Framework for analysing knowledge/power relations of government from  
Simola, H., Heikkinen, S., & Silvonen, J. (1998). A Catalog of Possibilities: 
Foucaultian History of Truth and Education Research. In T. Popkewitz & M. 
Brennan (Eds.), Foucault's Challenge: Discourse, Knowledge, and Power in 
Education (pp. 64-90). New York: Teachers College Press. 
 
 
(Simola, Heikkinen & Silvonen, 1998, p. 70) 
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(Simola, Heikkinen & Silvonen, 1998, p. 73) 
 
Note: 
Dean, M. (1999). Governmentality: Power and Rule in Modern Society. London: 
Sage Publications. 
 
Also outlines 3 dimensions of government from Foucault in a similar manner 
1) Power (techne) 
2) Truth (or knowledge) (episteme) 
3) Identity (of subject) (ethos) 
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Framework 2 
Framework for analysing regimes of practices along 4 relatively autonomous 
dimensions from: 
 
Dean, M. (1999). Governmentality: Power and Rule in Modern Society. London: 
Sage Publications. 
 
Dimension Key Questions 
1) The examination of 
fields of visibility of 
government 
 
What the field of visibility is that characterizes a regime of 
government, by what kind of light it illuminates and defines 
certain objects and with what shadows and darkness it 
obscures and hides others.  
 
2) The concern for the 
technical aspect of 
government (techne) 
 
By what means, mechanisms, procedures, instruments, tactics, 
techniques, technologies and vocabularies is authority 
constituted? 
 
3) The approach to 
government as rational and 
thoughtful activity 
(episteme) 
 
What forms of thought, knowledge, expertise, strategies, 
means of calculation, or rationality are employed in practices 
of governing? How does thought seek to transform these 
practices? How do these practices of governing give rise to 
specific forms of truth? How does thought seek to render 
particular issues, domains and problems governable? 
 
4) The attention to the 
formation of identities 
 
What forms of person, self and identity are presupposed by 
different practices of government and what sorts of 
transformation do these practices seek? What statuses, 
capacities, attributes and orientations are assumed by those 
who exercise authority and those who are to be governed? 
What forms of conduct are expected from them? What duties 
and rights do they have? How are these capacities and 
attributes to be fostered? How are these duties enforced and 
rights ensured? How are aspects of conduct problematised? 
How are they then to be reformed? How are individuals and 
populations made to identify with certain groups? 
 
 
Note: These regimes of practices relate to both disciplinary power and technologies 
of the self. 
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Framework 3 
Framework for analysing disciplinary power - adapted from: 
Gore, J. M. (1998). Disciplining Bodies: On the Continuity of Power Relations in 
Pedagogy. In T. Popkewitz & M. Brennan (Eds.), Foucault's Challenge: 
Discourse, Knowledge, and Power in Education (pp. 231-251). New York: 
Teachers College Press. 
 
Technique of power Description 
Surveillance Methods of supervision, observation, 
watching or even threats to watch 
Normalization Based on Foucault‘s normalizing 
judgement – opens individuals to a field 
of comparison 
Exclusion Used by Gore to describe the negative 
aspects of normalization 
Classification Ways in which individuals, groups or 
even the self is classified 
Distribution Based on how bodies are distributed in a 
given space, i.e. arranging, isolating, 
separating 
Individualization Giving individual character to oneself or 
others 
Totalization Giving collective character – often 
achieved through linguistic structures eg 
‗we‘ or ‗us‘ 
Regulation Used by Gore as ‗controlling by rule‘ 
This is equivalent to Foucault‘s judicial 
power 
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Framework 4  
Framework for analysing technologies of self from: 
 
Dean, M. (1999). Governmentality: Power and Rule in Modern Society. London: 
Sage Publications. 
  AND 
 
Simons, J. (1995). Foucault and the Political New York: Routledge. 
  
Aspect or dimension Key focus 
1) Ontology  WHAT we seek to act upon (the 
governed or ethical substance) eg the 
flesh in Christianity, the soul in modern 
penology 
2) Ascetics HOW we govern this substance 
(governing or ethical work) eg spiritual 
exercises, methods of surveillance, 
management and normalisation 
 
3) Deontology WHO we are when we are governed, our 
mode of subjectification (governable or 
ethical subject) eg as one prone to the 
weaknesses of the flesh in Christianity, 
as active jobseeker in social program 
 
4) Teleology WHY we govern or are governed, the 
end or goal sought, what we hope to 
become (the telos of governmental or 
ethical practices) eg salvation, noble life 
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Framework 5  
Framework for analysing power adapted from: 
Lysgard, H. K. (2004). Power/Knowledge in the Discourse of Rural/Regional Policy. 
In H. Goverde, H. DeHaan & M. Baylina (Eds.), Power and Gender in 
European Rural Development (pp. 58-70). London: Ashgate Publishing. 
 
Power is constructed along two axes – 1) concrete action and 2) expression of actors 
intentions. This framework is very useful in examining issues of resistance and 
agency.  
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A
C
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IO
N
EXPRESSION OF      ACTORS INTENTIONS SupportConteraction
Active intervention
Total indifference
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Appendix B – Full List of Documents 
 
The following sources of documentary evidence were collected and used: 
 School map 
 School forms and timetables (individual and master) and rosters (playground 
duty, prayer groups, staff devotions) 
 Staff replacement brief 
 Yearly school plan of activities 
 School strategic plan 2007-2010 
 Bi-annual strategic plan and review 2008 
 Collective agreement (pay and conditions) 
 Complete staff handbook (comprehensive document: approximately 100 
pages) covering: all school policies, mission and motto, services, guidelines, 
expectations, routines  
 Teacher leave 
 State and federal government funding flowchart 
 School newsletters 
 Student diary (contains essential policies and information for students) 
 Parent handbook 
 Fee schedule 
 Enrolment pack 
 CSN collective agreement 2008  
 CSN website 
 Corporate structure 
 Corporate Act 2001 – constitution 
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 Schools AD/government arrangement 
 Certificate of accreditation and name change 
 Proposed restructuring document (toward a system of schools) 
 Organisational framework 
 Curriculum organizational chart 
 Student management monitoring flow chart and behaviour management 
statistics 
 Responsible management sheets 
 Special needs referral procedures 
 School website 
 Promotional materials (e.g. Why Christian schools?) 
 Snapshot of independent schools 
 Professional learning reviews (2006, 2007, 2008 Appraisal: reflecting-
learning-serving-achieving booklet, 2009 professional learning framework – 
reflection for teachers) 
 Denominational facts sheet 
 2007 annual school report 
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Appendix C – Sample Field Notes 
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 391 
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Appendix D – Sample Interview Questions 
 
Questions for staff 
 
1) What procedures, policies or routines within the school function well? 
 
2) What procedures, policies or routines within the school do NOT work well? 
 
3) Can you give some examples where routines, procedures or policies do not 
operate well? 
 
4) Who ensures that procedures and policies are followed? 
 
5) How well do staff in general follow school procedures and polices? 
 
6) In what ways do staff resist following school policies and procedures? Can 
you give some examples.   
 
7) Are staff openly resistant to certain policies or more subtle and covert?  
 
8) How are policies developed within the school?  
 
9) How are staff invited or excluded from input into policies? 
 
10)  At the school, what should a ‗good‘ teacher be seeking to develop or know?  
 
11)  Who is the authority on what is good teaching practice within the school? 
 
12)  What is spoken about teaching within the school, i.e. what aspects are 
emphasised?  
 
13)  What aspects are NOT spoken about teaching, i.e. what aspects are repressed 
or devalued?  
 
14) What type of teachers is the school seeking to develop?  
 
15)  What would the school most like teachers to change? 
 
16)  What aspects of teaching practices are discouraged or frowned upon? 
 
17)  How willing are staff in general to be involved in wider aspects of school life 
eg co-curricular activities? 
 
18)  What duties are expected of staff? How are these duties reinforced? 
 
19) What aspects so you seek to change or develop in yourself as a teacher? 
 
20) Is this is harmony, unrelated or in conflict with the schools vision, priorities 
and values? 
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21) How do you propose to make these changes in yourself? 
 
22) What will it mean to you to have achieved these changes or developments in 
yourself? 
 
23) What is your ultimate goal in making such changes or developments as a 
teacher? 
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Appendix E - Sample Group Interview Transcript 
 
(Initially I would begin by putting the artwork down on the table to stimulate interest 
in a low key way.) 
Kate: What are they? 
Robyn: These are some artwork that I have drawn since I have been here to represent 
the school. 
Xavier: Can I have a look? 
Robyn: Of course you can! 
Xavier: What are you going to use these for? 
Robyn: I was hoping you could all identify with pictures that you feel represent the 
school. Once you pick a picture or pictures that you like, I will tag them and then I 
would like to follow up with a one-on-one interview to get further thoughts.  
Xavier: I like this one of the maze that is what it feels like here! (Xavier flicking 
through folder). 
Robyn: Ok I will mark it with a coded tag and then later on you can discuss it in 
more detail. 
Kate: Can I have a look? 
Xavier: Mark this one of the sad face down for me too.  
(Passes diagrams on) 
Kathy: This drawing of the snake – there are a few serpents here! 
Jenny: You have got that right! 
Robyn: Ok I will mark that one down for you. Are there any others that represent 
what you think or how you feel about the school? 
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Kate: Yes this depressing one here – that is how I feel. (Points to the respective 
picture). 
Robyn: Ok I will mark that down for you and discuss it later if that is ok? 
Kate: Sure I‘d like that, this is like therapy. Anyone else want a look? 
(Passes on to Janice - Several other members of the group gather behind Janice to 
have a look.) 
Janice: This one is hell, just like here! 
Ben: Put me down for that one too. People need to know what goes on here! 
Robyn: How about everyone tells me what pictures relate to them and I will record 
it.  
Helen: I like that maze one too, that is this place. 
Robyn: Ok I will mark that down. 
Jill: This one where the hands are tied that‘s how I feel 
(Participants continue to select art work.) 
(At the end I ask if everyone is happy to meet one on one to further discuss their 
chosen drawings. Everyone was more than happy to do so.)  
(I commenced making an interview schedule.) 
(1
st
 June 2009) 
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Appendix F – Consent Forms  
 
1) Principals information and consent form 
 
 
2) Participant information and consent form
 397 
Research Consent Form (Principal) 
 
I _______________________, principal of __________________________ hereby 
consent for the following research to be conducted as outlined below. I understand 
that the following research has been given ethics approval (USQ Human Research 
Ethics Committee) and meets all national standards on ethics.  
 
Name of Researcher: Robyn Torok  
Research Institution: University of Southern Queensland 
Supervisors: Associate Professors Dr Dorothy Andrews (07 4631 2346) and Dr 
Jon Austin (07 4631 2341) 
     
 
Project Overview 
This study focuses on systems of operation within the modern day school especially 
as they impact on staff as professionals. Focus will be on the strategies and 
techniques of operation used to facilitate staff.  
 
The study will be descriptive in nature, it looks at systems of organisation within the 
school and how these help staff to improve their level of professionalism. The study 
will also look at how the Christian faith positively affects aspects of school 
organisation to facilitate teachers as professional educators. 
 
Data will be collected through observations, examination of school documents, and 
informal discussions with staff. The study will be very informal and create minimal 
disruption to the day to day operations of the staff.  The identity of the school and all 
its members will be kept strictly confidential and any published material will not 
contain any identifiable material.  
 
This study has two major benefits to the school. Firstly, it allows the positive systems 
of organisation that stem from the Christian faith to be formally studied. Secondly, I 
may be able to provide feedback on systems of organisation that can help the school 
improve on areas that they wish to specifically target for improvement.  
 
_________________    ___________   
Signed      Date 
Principal 
 398 
Participant Information and Consent Form  
 
I _________________________ hereby consent to be a participant in the following 
research to be conducted as outlined below. I understand that the following research 
has ethical approval and that I am free to withdraw from the study at any time.  
 
Name of Researcher: Robyn Torok  
Research Institution: University of Southern Queensland 
Supervisors: Associate Professors Dr Dorothy Andrews (07 4631 2346) and Dr 
Jon Austin  (07 4631 2341) 
 
Project Overview 
This study focuses on systems of operation within the modern day school especially 
as they impact on staff as professionals. Focus will be on the strategies and 
techniques of operation used to facilitate staff in their duties. The study will be 
descriptive in nature, it looks at systems of organisation within the school and how 
these help staff to improve their level of professionalism. The study will also look at 
how the Christian faith positively affects aspects of school organisation to facilitate 
teachers as professional educators. 
Data will be collected through observations, examination of school 
documents, and informal discussions with staff. The study will be very informal and 
create minimal disruption to the day to day operations of staff.  The identity of the 
school and all its members will be kept strictly confidential and any published 
material will not contain any identifiable material.  
Your participation is invaluable as it gives important insights into how 
systems of operation affect you as a professional. It is also important to gain insights 
into how you create your own professional identity. Any information disclosed will 
be kept strictly confidential from ALL other participants and any published material 
will prevent identification through pseudonyms and by modifying the genre of 
content.  
If you have any further questions at any stage about the research please do 
not hesitate to ask. 
_________________    ___________   
Signed - Participant    Date 
 
_________________                                      ___________ 
Signed - Robyn Torok  Date 
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Appendix G – Ethnographic Toolkit 
 
 
Ethnographic toolkit – Laptop, digital audio recorder, notebooks, pens
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